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ABSTRACT
The purpose of this causal-comparative study was to identify the impact of the
Community Partnership Schools™ (CPS) model of community schools in the areas of social
self-efficacy, academic self-efficacy, emotional self-efficacy, and civic engagement beyond the
point of enrollment in the school. To answer the research questions, the researcher compared the
responses of 96 high school students that had previously been enrolled in a CPS with the
responses of 402 students from racially and socioeconomically similar schools that were not
CPS, using the Self-Efficacy Questionnaire for Children (SEQ-C) and the Civic Engagement
Scale (CES). Results showed a significant positive correlation between previous enrollment in
the CPS and social self-efficacy, academic self-efficacy, emotional self-efficacy, and civic
engagement. Results revealed that academic self-efficacy and social self-efficacy demonstrated
the most reliable positive correlation. Emotional self-efficacy and civic engagement maintained a
positive correlation with prior CPS enrollment, but with less reliability. From the educational
leadership perspective, this study emphasizes the extensive and lasting impact of the CPS model
on students and contributes to the discourse surrounding school and community empowerment.
Keywords: Community Partnership School, community school, full-service community
school, social self-efficacy, academic self-efficacy, emotional self-efficacy, civic engagement
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CHAPTER 1: INTRODUCTION
Background of the Study
The full-service community school strategy has been broadly implemented in urban and
rural schools where students have had limited access to social services (Oakes et al., 2017).
Community schools bring social services onto a school campus to provide students with direct
access to resources, such as health care, individualized academic support, and mental health
counseling. States are shifting capital and human investment to improve student outcomes in
underresourced schools and communities, hoping that meeting the basic needs of students and
their communities will improve and sustain student achievement. Although community schools
have been a part of the discourse in urban education since the mid-20th century (Hinchey, 1948),
the model was not stringently defined until the 2010s (Oakes et al., 2017).
The wide array and far-reaching benefits of applying the community school strategy to
high-needs schools has become evident in the research (Blank et al., 2009; Heers et al., 2016;
Oakes et al., 2017). Because community schools seek to eliminate social/emotional barriers to
success, students can engage more in academic pursuits. Henry et al. (2017) found that
community schools can produce significantly higher reading gains than institutions without
established community partnerships. Morgan (2012) noted that community schools could
positively impact student test scores, high school graduation rates, and matriculation in highpoverty schools.
Community schools have also shown to improve areas outside of academics. By
increasing social capital through networking, community schools help promote close-knit
communities, parental engagement, and general community social networking (Portes, 1998).
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Leone and Bartolotta (2010) revealed a positive correlation between community school
programming and services and the reduction of problematic student behaviors. For example, over
the course of three years, one elementary school found a reduction in classroom disruptions and
defiant behaviors as reported by teachers. At the same school, parents reported lower levels of
anxiety, depression, distractibility, and poor self-esteem among their children. Abrams and Gibbs
(2000) asserted the schools’ potential in strengthening the communities themselves. Khalifa
(2012) described the new role of a school principal at a community school as a community leader
who can bring about sustainable positive change.
The concept of a community school can include an array of school organizational
structures and social services offered; however, some features, or pillars of community schools,
are common in most schools (Oakes et al., 2017). These include integrated student supports,
expanded learning time, family and community engagement, and collaborative leadership. The
Community Partnership Schools (CPS) model specifies implementing a partnership
organizational structure that includes the school, a university, and a community nonprofit.
Studying the flagship Community Partnership School in Central Florida, Ellis (2019) found that
both attendance and graduation rates improved at one Florida high school after implementing the
model.
Green (2018) has conducted multiple case studies on leadership at successful community
schools and outlined the community partnership school’s ability to develop student leaders who,
in turn, sustain the community through civic engagement. However, the research is unclear
regarding how the CPS model influences student feelings of self-efficacy, particularly as it
relates to social feelings of self-efficacy (SSE), feelings of academic self-efficacy (ASE), and
2

feelings of emotional self-efficacy (ESE) as well as civic engagement. Muris (2001) defined SSE
as the “perceived capability for peer relationships and assertiveness” (p. 147). The definition of
ASE is the “perceived ability to manage one’s own learning behavior, to master academic
subjects, and to fulfill academic expectations” (Muris, 2001, p. 147). ESE pertains to the
“perceived capability of coping with negative emotions” (Muris, 2001, p. 147). “Civic
engagement has been defined as the process of believing that one can and should make a
difference in enhancing his or her community” (Doolittle & Faul, 2013, p. 2, emphasis in
original). These forms of self-efficacy and engagement in civic endeavors are essential to a
leader’s ability to sustain community change. To that end, more rigorous research is needed to
guide educational practitioners and community leaders in structuring community schools and
directing the work of school organizations.
Statement of the Problem
Community schools serve to meet the needs of underserved and underrepresented
communities, strengthening communities and empowering students. Their focus often centers on
supporting students through direct social and health services (Maier et al., 2018). Student support
services of community schools remove barriers and profoundly impact the lives of students by
addressing critical needs (i.e., food insecurity, academic tutoring, or social-emotional case
management). An enhanced approach toward community schools that includes intentional
measures to also cultivate self-efficacy and civic engagement offers a framework for extending
the scope and reach of the community school.
SSE, ASE, and ESE undergird goal setting and decision-making, regulating the
persistence with which an individual pursues daily activities (Minter & Pritzger, 2015). Efforts to
3

counter historic systematic inequities should include deliberate actions in the area of selfefficacy. Community schools that seek to empower potential leaders must focus on students’
sense of self. Students with higher levels of SSE are able to surmount social-oriented challenges
and barriers, and they are less likely to engage in dangerous activities (Ludwig & Pittman, 1999;
Zullig et al., 2011). Suldo et al. (2008) found ASE, which is the belief in one’s ability to succeed
academically, to be the most significant factor in life satisfaction worldwide. Beliefs about ASE
guide students’ trajectories into adulthood and are a significant predictor of postsecondary
education pursuits and career expectations (Bandura et al., 1996, 2001; Goings, 2020; Minter &
Pritzger, 2015). Whiting (2009) explains,
Diverse males who have a scholar identity believe in themselves and their abilities and
skills as learners; they are resilient, have self-confidence, self-control, and a sense of self
responsibility. While recognizing their shortcomings or weaknesses they, nonetheless,
believe themselves to be capable students. (p. 55)
ESE aligns with the ability to cope with negative emotions and resist peer pressure to engage in
harmful behaviors and high-risk activities (Tan & Chellappan, 2018). SSE, ASE, and ESE are all
central components in empowering students to positively impact schools and communities.
Schools are uniquely situated to be both proponents of civic learning and benefactors of
student engagement in solving the local issues. Ehrlich (1997) proposed that “civic learning—in
the sense of how a community works and how to help it work better and academic learning are
mutually reinforcing” (p. 61). By incorporating structures that address students’ civic
engagement, community schools may have a significantly more powerful and enduring impact as
they concurrently address achievement and social problems.
4

Purpose of the Study
The purpose of this quantitative study is to examine the self-efficacy of students,
particularly as it relates to social, academic, and emotional domains, enrolled in a racially
homogenous CPS model community school and non-CPS racially homogenous,
socioeconomically similar schools. Muris (2001) defined SSE as the “perceived capability for
peer relationships and assertiveness” (p. 147). This study seeks to determine if there is a
relationship between the school structure (i.e., CPS model schools, non-CPS schools) and SSE in
a racially homogenous school context. The definition of ASE is the “perceived ability to manage
one’s own learning behavior, to master academic subjects, and to fulfill academic expectations”
(Muris, 2001, p. 147). This study will also show if there is a relationship between the school
structure (i.e., CPS model schools, non-CPS schools) and ASE in racially homogenous and
socioeconomically similar schools. ESE pertains to the “perceived capability of coping with
negative emotions” (Muris, 2001, p. 147). Accordingly, the study will help to determine if there
is a relationship between the school structure (i.e., CPS model schools, non-CPS schools) and
ESE in racially homogenous and socioeconomically similar schools. “Civic engagement has
been defined as the process of believing that one can and should make a difference in enhancing
his or her community” (Doolittle & Faul, 2013, p. 2, emphasis in original). Moreover, this study
will be a means to determine if there is a relationship between the school structure (i.e., CPS
model schools, non-CPS schools) and attitudes and behaviors associated with civic engagement
in racially homogenous and socioeconomically similar schools.
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Significance of the Study
There has been limited research regarding the effectiveness of community schools in
improving student self-efficacy and increasing civic engagement. Research on student selfefficacy and civic engagement among students enrolled in community schools is not robust.
Researchers have not yet examined the long-term skills associated with student enrollment in
community schools.
This study will extend the understanding of the impact of the CPS model community
school by examining student self-efficacy and civic engagement within a local community.
Researchers have not explored self-efficacy, and civic engagement, in connection with the CPS
model. The findings from this study will contribute to the body of knowledge surrounding
community schools, providing data as schools seek to secure funding, plan for implementation,
and evaluate the progress of the CPS model of community schools.
Definition of Terms
Civic engagement: Grillo et al. (2009) defined civic engagement as a “set of actions and
efforts, a feeling of belonging, and an experience of investment and ownership in local, regional,
national, or international communities” (p. 451). Specific actions that demonstrate civic
engagement vary between communities (Hellwege, 2019) but often include voting, registering
others to vote, volunteering at a local organization, attending a local festival, or tutoring children
in an after-school program.
Community Partnership Schools model: The CPS model, trademarked by the University
of Central Florida, specifies the implementation of a school–university–community partnership
design (UCF Center for Community Schools, n.d.). CPS requires four or more core partners
6

consisting of a school district, university or college, nonprofit organization, and health care
provider that commit to a long-term partnership with shared decision-making. Amy Ellis,
Director of the UCF Center for Community Schools, explains,
Central to every Community Partnership School model community school is a long-term
partnership between a school district, a university or college, a non-profit operator, and a
healthcare provider. Together, core partners work collaboratively to ensure the model’s
framework is implemented with fidelity, CPS core positions are sustained over time, and
continuous improvement measures are solidly in place. Four core positions are
responsible for implementing the four pillars of comprehensive community schooling:
collaborative leadership, expanded learning, wellness supports, and family and
community engagement. (A. Ellis, personal communication, October 27, 2021)
Community school: Community schools focus on improving students’ well-being and
achievement outcomes by engaging and supporting students, parents, and the community at large
and providing more intensive services than the scope of traditional schools. The terms
community school and full-service community school are often used interchangeably but have
different meanings and connotations.
Racially homogenous and socioeconomically similar: This study involves a single
community in one urban context that has predominantly Black residents. While the definition of
homogeneity includes the notion that all elements are the same, the researcher acknowledges the
diversity of race, values, and cultural ideals that exist within one community. The intent of
“racially homogenous and socioeconomically similar” in this study is to indicate that the
treatment and comparison groups have similar demographics and exist within a similar context.
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Theoretical Framework
Critical Race Theory
Critical theories call into question power structures throughout history and resultant
social inequities (Crotty, 1998). Critical theory approaches include Marxism, feminism,
postcolonialism, and critical legal studies, among many others (Bohman et al., 2019). Modern
critical theory of the early- and mid-20th century was concerned with “forms of authority and
injustice that accompanied the emergence of industrial and corporate capitalism as a politicaleconomic system” (Lindlof & Taylor, 2002, p. 48). Postmodern critical theory extends that realm
of thought to “politicize social problems by situating them in historical and cultural contexts”
(Lindlof & Taylor, 2002, p. 53). Critical theory shows a direct connection between specific
social problems and historical structures—for example, racial inequities and U.S. law. The
critical legal studies movement emerged in the 1970s as an attempt to analyze the U.S. legal
ideology and discourse, serving as a mechanism to legitimize the inequities of social structures in
the United States (Tate, 1997). In the late 1980s, critical race theory arose in response to the
critical legal studies movement, which challenged not only the law but the legal scholarship for
containing implicit bias, specifically as it related to people of color. Critical race theory
addresses the transformation of the relationship between race, racism, and power in the United
States (Delgado & Stefancic, 2001; Taylor, 2009). Understanding more about these dynamics
allows for additional insight regarding community schools in their contexts.
Origin and History of Critical Race Theory
In the late 1970s, Derrick Bell introduced into legal scholarship a theory that examined
how racism and the law intersect (Crenshaw et al., 1995). After the 1954 ruling of Brown v.
8

Board of Education, the perception of school integration as the solution to the educational
disparities became commonplace. At the Conference on Critical Legal Studies in 1976, Bell
(1980) challenged mainstream Civil Rights movement principles and the commitment to
integration based on the notion that integration was best for the African American community.
Bell questioned whether the singular focus on integration was innately beneficial for Black
people and later disputed whether litigation was the principal avenue to equity. The scholar
further addressed mainstream tenets by rejecting the idea that U.S. law was neutral, arguing that
the legal system produced and insulated White dominance. Bell suggested that better serving the
interests of people of color in quality education would be by improving existing schools, whether
desegregated or racially homogenous.
In the years that followed the establishment of the critical legal studies movement,
conventional Civil Rights discourse sustained ongoing challenges (Crenshaw et al., 1995).
Freeman (1978) argued that antidiscrimination law was not a neutral solution to social ills but an
extension of the overall narrative of the parties in power maintaining dominance.
Antidiscrimination law accomplished such outcomes by compartmentalizing and sterilizing the
symptoms of discrimination without addressing the root cause of structural racism. By this line
of reasoning, Delgado (1984) openly refuted the view that a scholar’s race was unimportant to a
study. Through an empirical analysis of the literature of the time, Delgado found civil rights
legal scholarship developed exclusively by a closed circle of about a dozen White male scholars
who had effectively excluded scholars of color from their work, with very few exceptions.
Delgado provided an anecdote of a prominent law professor from an article prior to publication,
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It is, on the whole, an excellent article. It extols the value of a principle I will call “equal
personhood.” Equal personhood is the notion, implicit in several constitutional provisions
and much case law, that each human being, regardless of race, creed, or color, is entitled
to be treated with equal respect. To treat someone as an outsider, a nonmember of human
society, violates this principle and devalues the self-worth of the person so excluded.
(p. 564)
The article had over 100 footnotes, none of which cited a scholar of color. In exploring
the concept of equal personhood and exclusionary practices, Delgado (1984), a White scholar,
failed to see that he was perpetuating the same problem. Many issues arise when scholars from
one group conduct research on another group. The scholar may be an ineffective advocate
because of a lack of information. Such researchers might also have an agenda that avoids
remedies for structural societal issues if their social group or status could have adverse
consequences. Despite the best intentions, deeply embedded stereotypes are difficult to
overcome, even for the most well-informed individuals.
Critical legal studies scholars of color began to move in different directions. Bell et al.
evolved from the critical legal studies movement to the idea that race, including that of the
researcher, must be central to the discourse on power structures (Crenshaw et al., 1995). The
work on civil rights and structural racism could not and should not exclude the insight of those
most directly informed and affected. Other scholars (e.g., Cook, 1990; Dalton, 1987; Matsuda,
1987) argued that critical legal studies needed to evolve. These researchers centered their work
on the ultimate goal of repairing broken power structures. Crenshaw (1988) highlighted the
importance of racial equality in the United States. Instead, antidiscrimination laws and an
10

emphasis on legal colorblindness failed to address the realities of lingering racial disparities. To
further understand critical race theory and the implications for this study, examinations of
cultural pluralism, legal doctrine, divergent voice, intersectionality, and postmodernism follow.
Cultural Pluralism
Critical race theorists acknowledged cultural differences and shared a deep commitment
to cultural pluralism (Crenshaw et al., 1995). Peller (1990) argued for a race-consciousness
approach to legal scholarship akin to nation-to-nation relations, as opposed to the mainstream
liberal goals of colorblindness and integration. Peller stated,
Moreover, the construction of race reform as being concerned with overcoming bias at
the level of consciousness, overcoming discrimination at the practice level, and achieving
integration at the institutional level has meant that tremendous social resources and
personal energy have been expended on integrating formerly White schools, workplaces,
neighborhoods, and attitudes. This program, such as it is, has had some success in
improving the lives of specific people and in transforming the climate of overt racial
domination that pervaded American society thirty years ago. But it has been pursued to
the exclusion of a commitment to the vitality of the Black community as a whole and to
the economic and cultural health of Black neighborhoods, schools, economic enterprises,
and individuals. (p. 845)
Peller declared that the victory of integrationists could be in the coalition of divergent groups
with a common goal rather than assimilation into a singular voice. Kennedy (1990) asserted the
need for aggressive and large-scale affirmative action hiring. Kennedy argued that to have a
legitimate discourse about the cultural relations of different groups within society, basic
11

democratic principles of representation were essential, that “people should be represented in
institutions that have power over their lives” (p. 705).
Legal Doctrine
At the core of critical race theory is the ability of U.S. legal doctrines and principles to
subjugate people of color. Winner-take-all districting and gerrymandering, rampant throughout
the United States, are blatant means for politicians to silence and underrepresent the voices of
people. According to Guinier (1993),
A system is procedurally fair only to the extent that it gives each participant an equal
opportunity to influence outcomes. …The challenge to racial-group representation is
actually a criticism of a different kind of group representation: representation based on
homogeneous geographic constituencies. Race-conscious districting is simply one
expression of a larger reality: winner-take-all districting. Both justify wasting votes with
often unstated assumptions about the group characteristics of district voters. In other
words, the criticism of racial-group representation is, at bottom, a criticism of winnertake-all districting in which the district boundaries and the incumbent politicians define
the interests of the entire district constituency. (p. 1641)
Equal protection jurisprudence uses purpose and intent as the litmus test for racial
discrimination but ignores unconscious racism, which is equally dangerous (Lawrence, 1987).
The constitutional segregation upheld by Plessy v. Ferguson (1896) firmly cemented the material
and immaterial advantages of Whiteness. The notion of “Whiteness as property” perpetuated by
the ruling in Plessy v. Ferguson illuminates the various ways of distributing power by means of
rights, liberties, powers, and immunities exclusive to those in power from the founding of the
12

United States. According to Bell (1989a), “The concept of individual rights, unconnected to
property rights, was totally foreign to these men of property; and thus, despite two decades of
civil rights gains, most Blacks remain disadvantaged and deprived because of their race”
(p. 239). Racial privilege in its variety of iterations corresponds directly to traditional concepts of
historic and contemporary property interests (Harris, 1993). Racial privilege can grant access to
higher-quality education, better-paying jobs, and wealth.
Divergent Voice
Critical race theorists proposed alternatives that would embrace and amplify the voice of
people of color within the academic domain. Calmore (1992) rejected the notion that broad
acceptance of the scholarship of people of color depends on its synthesis and assimilation. The
background and perspectives of scholars of color, although different, provided a more wellinformed understanding of legal studies that authentically represented the voices of people of
color with experience framed by the realities of racism (Delgado, 1990). For a critical race
theorist, the exchange of individual stories was essential for understanding social realities of
racism and White privilege (Bell, 1989b; Matsuda, 1989; Tate, 1997; Williams, 1991). Matsuda
(1989) noted,
The victims’ experience reminds us that the harm of racist hate messages is a real harm,
to real people. When the legal system offers no redress for that real harm, it perpetuates
racism. …We are a legalized culture. If law is where racism is, then law is where we
must confront it. (pp. 2380–2381)
The voices and experiences of underrepresented groups are essential to the discourse. For
example, Banks (1990) argued that Black women as mentors were needed in the preeminent law
13

schools to amplify their voices. Before Banks’ time, there were comparatively few Black women
in the legal landscape of politics, the legal system, and legal academics, leading the scholar to
observe “the absence of Black women from the legal landscape—especially as legal academics
impoverishes the imagination of law students and other legal academics” (p. 47).
Intersectionality
Critical race theorists reject the idea of race as an exclusive natural category and instead
view race as a social process of meaning attribution. People are assigned to race and racial
associations and categorized in various other ways. Critical race theorists recognize the
simultaneous intersectionality of race and other categorical values and acknowledge that a
nuanced discourse is essential to understanding the politics of identity (Crenshaw et al., 1995).
As Crenshaw et al. noted,
People are, as Kendall Thomas frames it, “race-d.” A related subtheme is that one is raced in tandem with other social factors, such that one can say that being race-d as a woman
of color may diverge significantly from the means by which those engendered as a male
are race-d. Yet antidiscrimination law as well as liberal race and gender politics overlook
the way that race-ing and en-gendering are interpolated. (p. 354)
Leading critical race scholars have addressed many facets of intersectionality. For
example, Thomas (1992a) confronted race and homosexuality, and Crenshaw (1991) explored
the structural and political intersectionality of race and gender in civil rights scholarship.
Framing feminist rhetoric was by the experience of White female scholars, with mainstream civil
rights rhetoric based on the experiences of Black men. Alternately, Black women faced the
double burden of race and gender domination without an academic discourse responsive to their
14

specific position in society. Austin (1989) focused on the intersectionality of race, gender, and
teen pregnancy. From an analysis of court cases involving the intersectionality of race, drug
abuse, child abuse, and reproductive rights, Roberts (1991) found Black women
disproportionately prosecuted for child abuse compared to White women when charged with
drug abuse during pregnancy. Roberts argued that the punitive sentencing was part of the larger
societal process of dehumanizing Black women.
Postmodernism
A salient characteristic of postmodern thought is the prominence of the “contingent,
indeterminate, and socially constructed nature of the categories with which we perceive and
converse about the world” (Crenshaw et al., 1995, p. 440). All things are relative. Rather than
argue for the abolishment of race as a social construct that has been used to subjugate, as some
researchers have done (e.g., Appiah, 1992), Lee (1994) contended that because the meaning of
race itself is fluid, it can be used as a tool for progressive antiracist discourse. Ford (1994)
argued for a new cultural pluralism built on the understanding that communities are not static
and homogenous but always in the process of renewal and recreation.
The solution to this paradox lies in understanding culture as a context, a community of
meaning, rather than as a static entity or identity. A cultural community exists in a
symbiotic relationship both with its members and with “outsiders.” It can neither totally
shape its members, nor can it completely exclude outsiders. But this does not mean that
the community is nothing more than the aggregation of its individual members; a cultural
community has autonomy in that it can exert influence over individual members,
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construct morality, values and desires, and provide an epistemological framework for its
members. (Ford, 1994, p. 1916)
Race understood as a symbiotic relationship between groups is in opposition to the
premise that racial categorization rests on the contradiction of traits. Critical race theorists (e.g.,
Austin, 1989; Crenshaw, 1991; Roberts, 1991; Thomas, 1992b) found it essential to
contextualize court decisions and social phenomena into the relative cultural histories of the
times. They looked for the underlying motives of previous scholarship and legal doctrine with
general suspicion and sensitivity toward social power structures.
Critical Race Theory and Education
From the outset, critical legal studies and, subsequently, critical race theory have
concerned the law and education. That connection was cemented in the mid-1990s when
researchers exposed deep gaps in educational theory where race was concerned (King, 1995;
Ladson-Billings & Tate, 1995; McCarthy & Crichlow, 1993). From there, a variety of critical
discourse emerged regarding critical race theory in education. At the time, school finance was
shifting away from federal and state programs, primarily moving from educational equality
programs to programs associated with standards-based outcomes (Feinstein, 1993; Tate, 1995).
The shift was notable, furthering educational inequality by limiting the tax burden of affluent
communities and effectively punishing underperforming schools (Tate, 1997). To further
understand critical race theory as it relates to education and the implications for this study, an
examination of Whiteness as property, colorblindness, and interest convergence follow.
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Whiteness as Property
Harris (1993) found the establishment of slavery linked White privilege to the
enslavement of Blacks as an attempt to transform Blacks into property. Yet even more pernicious
than the deliberate victimization of humans was the construction of Whiteness as the ultimate
property. Harris explained,
Possession—the act necessary to lay the basis for rights in property—was defined to
include only the cultural practices of Whites. This definition laid the foundation for the
idea that whiteness—that which Whites alone possess—is valuable and is property.
(p. 1721)
Ladson-Billings and Tate (1995) opened the discourse of Plessy v. Ferguson’s (1896)
establishment of Whiteness as property in education. With property taxes as a major funding
source for schools, disparate property values resulting from historic community and
neighborhood segregation can lead to disparate school spending depending on the political will
of states and school districts. Ladson-Billings and Tate asserted,
Property relates to education in explicit and implicit ways. Recurring discussions about
property tax relief indicate that more affluent communities (which have higher property
values, hence higher tax assessments) resent paying for a public school system whose
clientele is largely nonwhite and poor. In the simplest of equations, those with “better”
property are entitled to “better” schools. (pp. 53–54)
At the time of Ladson-Billings and Tate’s (1995) study, school spending per student in
the wealthier suburbs of New York City was two to three times that in the inner city. Delgado
(1990) added a new dimension by exposing the “opportunity to learn” as property. Delgado
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found a wide array of course offerings at affluent White high schools compared with the far
fewer and more limiting options at urban and predominantly African American schools. Delgado
noted,
The difference between the course offerings as specified in the catalogues was striking.
The boy attending the white, middle-class school had his choice of many foreign
languages—Spanish, French, German, Latin, Greek, Italian, Chinese, and Japanese. His
mathematics offerings included algebra, geometry, trigonometry, calculus, statistics,
general math, and business math. The science department at this school offered biology,
chemistry, physics, geology, science in society, biochemistry, and general science. The
other boy’s curriculum choices were not nearly as broad. His foreign language choices
were Spanish and French. His mathematics choices were general math, business math,
and algebra (there were no geometry or trig classes offered). His science choices were
general science, life science, biology, and physical science. The differences in electives
were even more pronounced, with the affluent school offering courses such as Film as
Literature, Asian Studies, computer programming, and journalism. Very few elective
courses were offered at the African American school, which had no band, orchestra, or
school newspaper. (p. 95)
In addition to the intellectual property afforded to White students through their curriculum, real
property by means of appropriate science labs, computers, and instructional technology
undergirds what may initially seem abstract.
Whiteness as property is apparent in schools in other ways. School districts sanction
specific cultural practices and consequences for nonconformity to White norms (e.g., dress code,
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speech patterns). Researching the disparities in two New York City schools to illustrate the
difference between those who possess the right to use and enjoy what schools can offer and those
who do not, Kozol (1991) found,
The [White] school serves 825 children in the kindergarten through sixth grade. This is
approximately half the student population crowded into [Black] P.S. 79, where 1,550
children fill a space intended for 1,000, and a great deal smaller than the 1,300 children
packed into the former skating rink. (p. 93)
The researcher documented the rights of use and enjoyment in the structure of the curriculum,
noting,
The curriculum [the White school] follows “emphasizes critical thinking, reasoning and
logic.” The planetarium, for instance, is employed not simply for the study of the
universe as it exists. “Children also are designing their own galaxies,” the teacher says.
…In my notes: “Six girls, four boys. Nine White, one Chinese. I am glad they have this
class. But what about the others? Aren’t there ten Black children in the school who could
enjoy this also?” (p. 96)
Ladson-Billings and Tate (1995) also pointed to the property right of exclusion by noting
the historic exclusion of Black children in gifted schools, advanced coursework, and segregated
scheduling via tracking. Since the conversation began over 2 decades ago, there remain
definitive parallels between the concept of Whiteness as property and educational inequalities
relative to magnet school opportunities (Donnor, 2013), sanctioned cultural norms (DeCuir &
Dixson, 2004), advanced curriculum opportunities (Pollack & Zirkel, 2013), and the
pervasiveness of White cultural norms in teacher preparation programs (Brown, 2014).
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Colorblindness
There is significant danger in promoting the notion of colorblindness or depicting policy
or institutions as colorblind. Crenshaw et al. (1995) noted that colorblindness had become one of
the ideals of racial enlightenment of the civil rights movement. Gotanda (1991) argued that
colorblindness perpetuated racial subordination because it “often fails to recognize connections
between the race of an individual and the real social conditions underlying litigation or other
constitutional dispute” (p. 7). By removing the social realities of race from the formal race
categories, remedies for injustice are severely limited, with the system of White privilege
maintained. A fundamental role of critical race theory both in and outside education is to
challenge the idea of colorblindness. Carbado (2011) suggested,
By historically contextualizing existing racial inequalities, CRT is able to both confront
the [colorblindness] alignments and to reverse them. The theory effectuates this reversal
by demonstrating how colorblindness can produce racial preferences and color
consciousness can neutralize and disrupt embedded racial advantages. (p. 1609)
Color consciousness allows a scholar to accurately understand racial injustice by situating the
meaning of race within the larger sociopolitical and historic context, potentially providing a
foundation for disrupting racial inequality (Dixson & Anderson, 2018).
Interest Convergence
Bell (2004) argued that the principle of interest convergence provides a frame through
which to understand the ruling in Brown v. Board of Education (1954) and the desegregation
attempts that followed. Foremost, “The interest of Blacks in achieving racial equality will be
accommodated only when that interest converges with the interests of Whites in policy-making
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positions” (Bell, 2004, p. 69). Further, genuine solutions to structural racism in schools will not
emerge until the surface fixes of Brown v. Board of Education are “abrogated at the point that
policymakers fear the remedial policy is threatening the superior societal status of Whites” (Bell,
2004, p. 69).
The St. Louis, Missouri, desegregation plan of the 1990s exemplified the concept of
interest convergence. African American students in urban St. Louis had the option to enroll in
schools in predominantly White suburbs (Morris, 2001). Concurrently, the city opened magnet
programs in urban schools to entice White students to return to balance the demographics and
opportunities for students inside and outside of the city. Although some Black students did
transfer to suburban schools, far fewer White students enrolled in the magnet programs. The St.
Louis policy decisions illustrate interested convergence, as the suburban schools were the
primary beneficiaries of the funding brought about by increased enrollment, with the social status
of White suburban students threatened by going to inner-city schools (Dixson & Anderson,
2018).
School leaders operating from a critical framework understand the school can be an
instrument in community transformation. Here, the school is a catalyst for social change where
engaging family members and the community means incorporating them into the larger work of
eliminating inequities and acting against oppressive conditions (Crotty, 1998). Yet legal and
political scholars (e.g., Lawrence, 1987; Wilkins, 1995; Williams, 1991) operating from the
critical race theory framework openly question whether any social justice reform in schools can
occur without discussions of race at the core. In line with the critical race theory framework,
school leaders understand that inequities and underperforming schools do not occur in isolation
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and that race must be central to the conversation. Schools often magnify the inequities present in
the community and society at large, and they cannot be treated in isolation from the world in
which they are situated (Green, 2015). School conditions reflect community conditions, with
school transformation and community transformation inextricably linked.
Research Questions
Answering the research questions guiding the study will entail determining the
relationships between community schools, specifically the CPS model community school,
domains of student self-efficacy (i.e., social, academic, and emotional), and student civic
engagement. The four research questions addressed will be:
1. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
social self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
2. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
academic self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
3. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and emotional self-efficacy of
students in a racially homogenous and socioeconomically similar school context?
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4. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and civic engagement of students
in a racially homogenous and socioeconomically similar school context?
To determine the school structural components of the study, students from both the CPS
model of community schools and non-CPS schools will complete self-efficacy and civic
engagement surveys. The self-efficacy survey and its focus on social, academic, and emotional
domains, the Self-Efficacy Questionnaire for Children (SEQ-C; Muris, 2001), is a highly reliable
and valid survey instrument (N = 330). The civic engagement survey, Civic Engagement Scale
(CES; Doolittle & Faul, 2013), is a highly reliable and valid instrument (N = 354).
Limitations
A limitation of the study is its focus on one primary-to-high school feeder pattern in one
social and geographic context. The understanding gained is not necessarily generalizable in other
contexts and community dynamics. Another limitation is that many variables outside of the
researcher’s control and the scope of the CPS model community school (e.g., family values,
religious beliefs, and prior connectedness to the local community) could impact student selfefficacy and civic engagement. A final limitation is that a correlation between enrollment in a
CPS community school and self-efficacy and civic engagement does not necessarily indicate
causation (i.e., that the community school directly influenced those variables).
Delimitations
The delimitations set for this study were necessary to better understand the lasting impact
of the CPS model while respecting the limited instructional time of the school day. The surveys
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went out to all students via their instructional platform, with teachers informed of the survey and
asked to encourage student involvement. A teacher in one elective civic engagement course will
provide instructional time for students to complete the survey, as the course curriculum has a
direct relationship with the survey content.
Assumptions of the Study
The study includes the following assumptions: (a) students involved in the study will
accurately indicate their feelings of self-efficacy and civic engagement, (b) students involved in
the study would understand the vocabulary and concepts associated with self-efficacy and civic
engagement as explained in the survey tools, (c) CPS model schools apply the pillars of the CPS
model consistently for all years that students were involved, and (d) the interpretation of data
collected will accurately reflect the feelings of self-efficacy and civic engagement of the
participating students.
Organization of the Study
The dissertation’s organization and presentation are in five chapters. Chapter 1 includes
the study’s background, problem statement, purpose, significance, definition of terms, theoretical
framework, research questions, limitations, delimitations, and assumptions. Chapter 2 presents a
review of the literature related to community schools, self-efficacy, and civic engagement.
Chapter 2 also contextualizes this study in the existing body of knowledge concerning
community schools. The research methods used for this study, including participant selection,
instrumentation, data collection, and data analysis procedures, appear in Chapter 3. The chapter
also offers insight into the quantitative study’s implementation.
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Chapter 4 presents the results of the study, including the descriptive and inferential
statistics, assumptions of the statistical tests, and the results of the quantitative survey data and
analyses. Chapter 4 will also provide details about the uniqueness of the findings. Finally,
Chapter 5 presents a discussion of the study, including a summary, discussion of the findings,
implications for practice, recommendations for future research, and conclusions, followed by
synthesized perspectives unique to the overall study.
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CHAPTER 2: REVIEW OF THE LITERATURE
Introduction
The relationship between schools and the communities they serve can provide a
foundation for advancing student achievement and neighborhood outcomes (Epstein & Sanders,
2006; Green, 2015; Warren, 2005). The intertwining of schools and their communities requires
school leaders to think outside of the school walls and community leaders to invest in school
success. Many scholars recommend a bottom-up approach to urban school reform, which
leverages the community’s assets for the school’s improvement (Horsford & Heilig, 2014; Miller
et al., 2011; Schutz, 2006). These scholars argue that a school must start locally and look within
the community it serves to leverage preexisting community assets for school improvement.
Communities offer both a rallying point and medium to change historically oppressive practices
inside and outside education (Philip et al., 2013).
School-community reform efforts often focus on improving school-based outcomes (i.e.,
test scores, attendance, parental involvement) while ignoring broader community-based assets
and concerns (Green, 2015; Khalifa, 2012; Miller et al., 2011). Sustainable school reform
requires school leaders to partner with other community leaders and lead across multiple
contexts, both within the educational setting and throughout the school’s community (Auerbach,
2010; DeMatthews, 2016; Ishimaru, 2013; Khalifa, 2012; Mapp & Hong, 2010; Miller et al.,
2013; Scanlan & Johnson, 2015). Schools in urban communities of color should deliberately
develop equitable partnerships to create sustainable school and community reform (Green,
2016). School leaders must disrupt the deficit view of urban communities of color to establish
true community partnerships (Evans, 2007; Garcia & Guerra, 2004; Valencia, 1997). An
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understanding of the school as the sole community asset can thwart any community-based
reform. School leaders are better off collecting equity and asset-based community data to
promote action (Green, 2016, 2018). The school leader aims to develop a deeper understanding
of people’s experiences within the community to learn more about the most pressing community
inequities (Green & Gooden, 2014; Horsford, 2010; Khalifa, 2012). To that end, this chapter will
be an examination of research about community schools, self-efficacy, and civic engagement.
The literature review highlights critical perspectives about the dynamics of community schools.
Community Schools
The concept of community schools dates back to the early 20th century, with the two
principles of educating for democratic citizenship and that schools and their communities are
interdependent (Benson et al., 2009; Children’s Aid Society, 2011; Dryfoos, 2002; Ellis, 2019;
Prout, 1977; Rogers, 1998). The notion of the community school emerged long before the
current iteration of the U.S. neighborhood school. An itinerant teacher might impart rudimentary
literacy skills in whatever simple structure a community designated for schooling, but the
community itself was understood as the provider of a child’s wholistic education. For centuries,
the primary sources of education, including moral development, were in “a broad kinship
community,” an amalgamation of family, neighbors, and religious organizations that “naturally
extended instruction and discipline in work and in the conduct of life” (Bailyn, 1960, pp. 16-18).
Notwithstanding, the scope and purpose of community schools have varied over time as
expectations for schools have shifted in an industrializing America.
Valli et al. (2016) delineated four categories of community schools from the least to the
most comprehensive in scope and purpose: family and interagency collaborations, full-service
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schools, community partnership schools, and community development. On one end of the
spectrum, a community school might limit its purpose to collaboration with a single partner
organization. The organizational approach provides additional services to students on the school
campus. Full-service schools offer comprehensive wraparound support services with direct
access to students and families (Dryfoos, 1995). Community partnership schools do the work of
full-service schools, partnering with one or more community organizations to provide support
services. Support services of community partnership schools, full-service community schools,
and community partnership schools generally include some health care and academic services
and provide support for students’ families. At the other end of the spectrum, a community school
focused on community development partners with the community and its organizational contents
to reform or revitalize the entire community beyond the scope of the school.
The Coalition for Community Schools (n.d.-a) defines the community school as a
strategy where “schools partner with community agencies and local governments to provide an
integrated focus on academics, health and social services, youth and community development,
and community engagement” (p. 1). This strategy might take the shape of a community health
agency establishing a health clinic on the school campus, a nonprofit organization situated after
afternoon programs at the school, or a city initiative engaging students on the school campus.
Jacobson (2016) called community schools “hubs of the community where educators, families,
nonprofits, community members, and others unite to create conditions where all children learn
and thrive” (p. 1). Stakeholders unite to develop unique structures and systems to address unique
student and community needs by leveraging local and available assets. Although each one is
unique to its context, community schools contain standard features that reinforce one another:
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student support services, expanded learning opportunities, family and community engagement,
and some form of collaborative leadership and practices (Oakes et al., 2017).
Sociohistorical Perspectives on School–Community Partnerships
The community school approach dates back to early-1900s movements to transform
urban schools into “social centers” to meet the social and civic needs of communities (Kirp,
2011; Oakes et al., 2017; Rogers, 1998). Building on the ideas of John Dewey, proponents
consider community schools a means to protect U.S. democracy and strengthen the social
cohesion of communities through democratic, community-oriented educational approaches
(Oakes et al., 2017; Richardson, 2009; Rogers, 1998). In East Harlem, New York, Franklin High
School accomplished this objective by serving as a hub of activity for all community members.
This intergenerational approach at Franklin High promoted community-based civic engagement
that effectively shaped the ideas and politics of the East Harlem community (Rogers, 1998). At
Franklin High and other community schools, merging the school with the community brought
about a desire for change in the quality of education in segregated schools through community
governance and decision-making (Cole, 2015; Warren, 2005).
A renewed interest in community schools arose in the 1960s and 1970s when advocacy
organizations saw the institutions as a platform to strengthen their influence, engaging more
power brokers to address social problems—most significantly, the underfunding of schools in
urban centers (Podair, 2002). In response to desegregation, interest in community schools
continued to grow, with students of color facing the most significant challenges of desegregation,
including overarching discrimination in their new schools (Bell, 1973). Community control of
the schools presented an opportunity to mitigate the challenges of urban education (Podair,
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2002). As a result, schools were as accountable to parents of color as they were to White parents
in suburban schools, at the same time promoting democracy through intensifying the challenge to
ongoing discriminatory practices. Today, community schools continue to build partnerships,
which allow them to identify and address the issues that affect them. They provide an avenue and
a means by which schools can meet the specific needs of their communities.
Structural Pillars of Community Partnership Schools
Maier et al. (2018) identified four key features of high-quality community schools
derived from a meta-analysis of community school studies conducted in the first decade of the
21st century. The four pillars are fundamental to the success of community partnership schools.
Individually and collectively, they serve as scaffolds (or structures, practices, or processes) that
support schools in maintaining the conditions and practices that enhance their effectiveness and
surmounting the barriers to providing high-quality learning opportunities in underresourced
communities. These pillars increase the likelihood of providing young people in underresourced
and underserved communities with educational environments that offer meaningful learning
opportunities, high-quality teaching, well-used resources, additional supports, and a culture of
high expectations, trust, and shared responsibility. Such features are associated with high-quality
schools in more affluent and well-connected communities, where local institutions, family
resources, and the social capital of community members complement what the local schools can
provide. The four key features, or pillars, present in successful community partnership schools
are integrated student supports, expanded learning time and opportunities, family and community
engagement, and collaborative leadership and practice, as discussed in the following subsections.
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Integrated Student Supports
Integrated support services are opportunities for students to overcome obstacles to
learning outside of school through alliances with social and health services organizations.
Managed by a skilled, committed staff member, integrated student support activities typically
include case management, counseling, crisis intervention, primary health care, health care
referrals, dental services, nutrition counseling, substance abuse prevention, and violence
prevention. Many community partnership schools incorporate social-emotional learning, traumainformed care, conflict resolution coaching, and restorative justice practices to promote
psychological health and reduce conflict and punitive discipline measures. Characteristics of
successful community partnership schools include attention to all aspects of child development:
academic, social, emotional, physical, psychological, and moral; extra academic, social, and
health and wellness support for students, as needed; and a climate of safety and trusting
relationships (Maier et al., 2017, 2018).
Expanded Learning Time and Opportunities
Successful community partnership schools prioritize learning through after-school,
weekend, and summer programs to provide additional direct academic instruction. These schools
often also incorporate individualized academic support, enrichment activities, and learning
opportunities that emphasize real-world learning and community problem-solving. Expanded
learning time activities might include individualized or small group tutoring, arts education,
environmental education, English as a second language, or leadership training programs.
Community schools with well-developed expanded learning programs set high expectations and
pursue robust and experiential instruction for all students, along with sufficient resources for
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meaningful learning to take place (Maier et al., 2017, 2018). For example, a local university
might partner with the after-school program, having graduate students work with high school
students on their college application essays. Alternatively, there might be a program developed
involving local engineers in teaching project-based math with practical application.
Family and Community Engagement
Successful community partnership schools bring parents and other community members
into the school as meaningful stakeholders with roles, responsibilities, and mutual decisionmaking authority in children’s education. This pillar can improve student outcomes while
increasing comfort and well-being in the school setting. In a study of community schools in a
California school district, Biag and Castrechini (2016) found that students whose families
participated in support services improved their attendance by 40% and reported a higher sense of
being cared for by the school.
Community partnership schools invite parents and community members to participate in
decision-making at all levels, from developing the mission and vision to choosing programming
to selecting paint colors. Such extensive engagement that ensures all stakeholders understand
their value to the organization can preempt the utilization of services by more people than
students alone. The school can become a community hub, offering adults educational resources
and opportunities they can use, such as English as a second language classes, citizenship
preparation, computer skills, and technical or certificate-based classes, depending on local assets
and needs. Effective community partnership schools ensure strong school, family, and
community bonds through shared leadership and a climate of safety and trust (Maier et al., 2017,
2018).
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Collaborative Leadership and Practice
Successful community partnership schools create a culture of professional learning,
mutual trust, and shared responsibility. Whereas the first three pillars focus primarily on student
outcomes, this feature centers around the mediating factors that allow the other three to be
productive. Schools achieve this pillar by employing strategies such as site-based leadership
teams and teachers’ professional learning communities. These types of collaboration lead to
positive outcomes for students, most likely by increasing commitment and trust among
stakeholders and developing social capital within and among stakeholders. The Coalition for
Community Schools (n.d.-b) explained that in community schools, “Local citizens and local
leaders decide what happens in their schools, and schools return to their historic role as centers
of community where everyone belongs, everyone works together, and our young people
succeed” (p. 1). Community schools often have a school coordinator who oversees the intricate,
collaborative work of various partnering organizations. The individual in this position designates
times and moderating sessions where stakeholders can work together to openly and
constructively solve problems and maintain organizational effectiveness.
Collaborative leadership and practice research shows that school governance and
decision-making foster the conditions necessary to improve student outcomes and relationships
within and beyond the school walls. When done well, such collaboration has several positive
outcomes for students, most likely by increasing the commitment and trust among stakeholders
(e.g., social capital) and teacher capacity (Maier et al., 2017).
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Specified Practices of the Community Partnership School Model
The CPS model involves a set of specified practices in which four core community
partners commit to a long-term partnership to establish, develop, and sustain the CPS model
school and its practices (University of Central Florida [UCF] Center for Community Schools,
n.d.). The CPS model’s core partners—a school district, a postsecondary institution, a
community-based nonprofit, and a health care provider—work with others incorporated
depending on the school community’s needs. The CPS model requires at least four dedicated
staff positions outside of the school’s regular staff: a director, after-school coordinator, health
programs coordinator, and parent coordinator. Florida schools that implement the CPS model
standards and operate for 1 year can apply for certification by the UCF Center for Community
Schools, making them eligible for future financial support (UCF Center for Community Schools,
n.d.).
The CPS model debuted in 2009 when the Children’s Home Society of Florida joined
UCF leaders to research and establish a community school (UCF Center for Community Schools,
n.d.). The community school model developed was an adaptation of the Children’s Aid Society
community school model, with UCF having a prominent role in the organizational structure and
research foundation. In 2010, Orange County Public Schools joined the partnership to establish
the flagship Community Partnership School at Evans High School in Orlando, Florida. Within 5
years, the Evans High School Community Partnership School offered robust, on-site wraparound
support services for students and their families. Services included physical and behavioral health,
community outreach, a parent resource room, public aid access support, after-school tutoring and
enrichment programs, and various programs addressing food insecurity.
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Self-Efficacy
The core impetus of community schools is the notion that students’ beliefs about
themselves and the community in which they live will improve student outcomes. Stakeholders
must be committed to supporting students in developing a positive view of themselves as
individuals and members of their communities. Self-efficacy from an internal viewpoint centers
around individuals’ beliefs in their “capabilities to organize and execute the courses of action
required to produce given attainments” (Bandura, 1997, p. 3) based on models in their social
environment. To be driven to attain a goal, people must believe in their ability to accomplish the
actions required. In contrast, not believing in their ability to achieve outcomes will prevent them
from taking action. According to Bandura (1997), an individual’s self-efficacy strongly affects
the means of approaching a goal. Students who believe they can complete a task are more likely
to persevere if they encounter a challenge. Many researchers have explored the relationship
between the social world and cognitive development. An individual’s context can greatly
influence the capability to take the required courses of action to attain a goal. Community
schools can leverage the power of external influence to profoundly impact students’ beliefs about
themselves and their communities.
Internal Viewpoints on Self-Efficacy
Bandura (1986) defined self-efficacy as “people’s judgments of their capabilities to
organize and execute courses of action required to attain designated types of performances”
(p. 391). This reciprocal determinism, which Bandura called social cognitive theory, provides the
foundation for an individual’s motivation to take risks. Self-efficacy beliefs are psychological
constructs related to the personal competency perceptions needed to carry out particular courses
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of action. Bandura (1997) identified four sources of self-efficacy—mastery experience, vicarious
experience, verbal persuasion, and physical and emotional state—that define individuals’ beliefs
about themselves and affect motivation. Past performance or success (mastery experience) on
state standardized assessments shapes students’ beliefs in their ability to perform on future
standardized assessments. A child’s belief in personal postsecondary potential is impacted by
observing others’ failure to matriculate (vicarious experience). Received messages of
incompetence (verbal persuasion) affect a child’s willingness to persevere in academically
challenging tasks. Finally, individuals’ physical and emotional states directly impact their belief
about their abilities to perform (Bandura, 1997).
Mastery Experience
An individual gains mastery experience by effectively overcoming a challenging situation
(Bandura, 1997). This success proves to be an inspiration to address other similar situations.
Vicarious Experience
Individuals secure confidence from vicarious experiences by witnessing a peer’s
completion of a similar task (Bandura, 1997). When people see their peers succeed in carrying
out an operation, they assume they can do the same. These feelings are especially crucial in the
school setting, where many students share activities and directly witness their classmates’
progress.
Verbal Persuasion
Verbal persuasion refers to circumstances in which interaction between teachers and
students affects the students’ self-efficacy beliefs (Bandura, 1997). This source of self-efficacy is
also significant in the school environment when faculty have a joint discourse, which can
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increase or reduce students’ motivation. If the teachers believe their students can accomplish a
task, they can persuade those students to believe in themselves.
Physiological Factors
Physiological factors refer to the individual’s reactions when confronted with situations
that feel threatening (Bandura, 1997). It is not uncommon to develop symptoms, such as stress,
sweating, abdominal pain, and dizziness. How people perceive and respond to their body’s
symptoms is essential to their self-efficacy.
Fluidity of Self-Efficacy
Self-efficacy beliefs can change over time as students gain exposure and success with
academic materials (Shell et al., 1995; Zimmerman & Martinez-Pons, 1990). Teachers’
instructional practice shifts that are purposeful in informing students of their capabilities and
help students track their progress can also help improve ASE (Schunk, 1995; Zimmerman et al.,
1992). There can also be challenges to self-efficacy, as increased competition, reduced teacher
attention, negative teacher messages, and other stressors can harm students’ self-efficacy beliefs
(Schunk & Pajares, 2001). Bondy et al. (2017) found ASE directly linked to broader current
social issues among children of immigrants following the 2016 U.S. presidential election.
According to Bandura (1997), when self-efficacy is high, students engage in tasks that facilitate
the development of skills and capabilities. However, students with low self-efficacy beliefs avoid
engaging in tasks with development potential, which they perceive as too risky.
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External Influences on Self-Efficacy
Expectancy-Value
Theories of expectation-value bring together achievement performance, persistence, and
choice to “individuals’ expectancy-related and task-value beliefs” (Eccles & Wigfield, 2002,
p. 118). In its most elemental form, what people do is determined by what they expect as an
outcome. Expectancy-value suggests that action is the product of what individuals expect to
happen or not to happen, whether they take action, and how they assess the action’s outcome.
Researchers use these variables to predict how an individual will respond when presented with
behavioral choices. Modern expectancy-value theorists (e.g., Eccles, 1987; Eccles et al., 1983;
Feather, 1988; Wigfield & Eccles, 1992) contextualize the theory by recognizing the
complexities of expectancies and value components and linking them to psychological and social
constructs. Expectancy-value theory pertains to schools insofar as that at the most microscopic
level of schools, students must expect to achieve academically, socially, or civically to pursue it.
Social Constructions of Identity
Apparent differences in ASE are often associated with gender, race, and ethnicity (Akos
& Galassi, 2004; Bong, 1999; Pajares, 2002). Feelings of self-efficacy are deeply affected by
social constructs in which gender and race play principal roles, with effects that last beyond the
school years.
There have been several studies conducted concerning identity as it relates to varied
academic subject areas and age groups. Britner and Pajares (2006) found that systemic inequities
led to low levels of self-efficacy in female high school students, which led to low motivation
levels rather than performance and ability in science. In male-dominated STEM fields, teachers’
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verbal persuasion and vicarious experiences were critical for female students demonstrating low
levels of self-efficacy (Zeldin & Pajares, 2000). Many Black girls’ humanity has been
systematically undervalued in schools; in many ways, their school experience has been and
continues to be negative, limiting their life and general educational outcomes in STEM fields
(Cox, 2015; Crenshaw, 1989; Crenshaw et al., 2015; Harris-Perry, 2011; Joseph et al., 2019;
Morris, 2016).
As noted by Clark (2020) and Stevens et al. (2004), social identity affects self-efficacy
beliefs in various academic domains and ways. Ford, Grantham, and Whiting (2008), in a survey
of gifted Black students, found that many Black students faced negative peer pressure when
performing well academically.
…[M]any of the Black adolescents associated acting White with getting good grades,
being intelligent, speaking standard English, dressing in certain ways, having White
friends, and other attitudes and behaviors. Regardless of the issue being focused on
(grades vs. friendships), the student who is accused of acting White is viewed as someone
who has betrayed his or her racial group, has given up his or her racial or cultural ties,
and has adopted the values, attitudes, and behaviors of the oppressor or enemy. (Ford et
al., 2008, p. 222)
Many Black males, rather than being associated with “acting White” find their identities in other
areas. Black males with an underdeveloped sense of academic identity are more likely to be
associated with “at risk” behaviors and less likely to be identified as gifted (Whiting, 2006).
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While deficits are often at the forefront of narratives concerning race in education,
scholars have also explored how racial identity can play a part in academic success. Whiting
(2006) describes the characteristics of a scholar identity directly associated with Black males.
Black males who have a scholar identity have a positive and heightened sense of selfefficacy… [High-achieving or gifted Black males] appear to share a few characteristics:
(a) high resilience, (b) high self-confidence, (c) high self-control, (d) a strong sense of
self-responsibility, and (e) a clear understanding of the task at hand and the belief that
they can accomplish all the subtasks of the intended goal. Further, they believe they are
strong students. Many older Black males with developed sense of self-efficacy
understand that others may have negative stereotypes about Black males, but they choose
to reject these views because they deem themselves to be intelligent and talented. They
are not deterred by challenges or setbacks because they are optimistic; they even seek out
academic challenges, and thrive when educators hold high expectations for them.
(Whiting, 2006, p. 224)
Overcoming what could be overwhelming obstacles at post-secondary institutions, successful
Black males,
…believed that their academic success was heavily influenced by their own action.
Moreover, while these men were intrinsically motivated, their motivation was not only to
ensure their academic success, as they believed their duty was to show positive images of
Black men not only excelling in school, but also to being committed husbands, fathers,
and family men… these men took pride in (re)defining the narrative about Black men, as
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they were well aware of the deficit perspectives about Black men and sought to always
directly challenge that narrative by being successful. (Goings, 2016, p. 249)
For these men, racial identity provided a catalyst for high performance. Their accomplishment
was also aided by the support of their peers, their families, and an institutional culture that
affirmed their identities as Black males.
Self-Efficacy and Schools
The self-efficacy beliefs of both teachers and students are common topics of study by
theorists looking for the root of motivation (Kagan, 1992; Pajares, 1992, 1996). Among beliefs,
self-efficacy contributes to what and how individuals perceive, learn, and perform on tasks.
Some scholars (e.g., Schunk et al., 2008; Usher & Pajares, 2008) have found a strong positive
correlation between conditions of self-efficacy and student achievement, such that self-efficacy
levels can effectively predict student achievement across a variety of academic subjects from the
elementary to postsecondary level. Although many other social and cognitive conditions play a
role in academic outcomes, self-efficacy remains central. Pajares (1996) cautioned schools of
programming self-efficacy efforts because there is no universal way to improve a student’s
confidence. For example, self-efficacy will “have no bearing on performance if schools lack the
effective teachers, necessary equipment, or resources required to aid students in the adequate
performance of academic tasks” (Pajares, 1996, p. 568). Hence, although students’ self-efficacy
beliefs are not necessarily directly causal to performance outcomes, schools play a pivotal role in
developing self-efficacy beliefs.
If their leaders decide to do so, schools can affect students’ self-efficacy. Collaboration,
extended learning opportunities, and partnerships are ways to shift a student’s sense of self.
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When one middle school developed an after-school STEM program that allowed students to
conduct authentic scientific research, girls and students of color demonstrated increases in
science self-efficacy (Broder et al., 2019). Another school partnered with a community
organization to develop an after-school program of group therapy sessions for male students of
color, which positively impacted academic performance and social well-being (Nelson et al.,
2020). Establishing gay-straight alliances in U.S. high schools has led to improved self-efficacy
among transgender and racially diverse students (Chong et al., 2019). These organizations enable
underrepresented and queer youth to connect with others in positive and meaningful ways that
contribute to their sense of self-efficacy through vicarious experiences and verbal persuasion.
Students given the platform to work as leaders in a collaborative learning environment,
regardless of race or gender, also demonstrate higher levels of self-efficacy, which can positively
impact grades (Dunbar et al., 2018).
Civic Engagement
Through civic engagement, people develop skills, knowledge, and relationships to
cultivate positive change. Civic engagement can also help improve community conditions that
positively impact the well-being of all members. Empirical research, theory, and public discourse
show that civic engagement at all levels, global to local, is essential for the functioning of
democracies and in enacting social change (Flanagan & Levine, 2010; Metzger et al., 2018).
Although definitions of civic engagement often involve voting, such engagement extends well
beyond politics. Democracy requires citizens to contribute to their communities through
volunteerism, civic activism, and social movements (Zaff et al., 2010).
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Like the opportunity to learn gap, there is a civic knowledge gap with the same predictors
(Lutkis & Weiss, 2007). Family income and parental educational attainment correlate highly
with student academic achievement and civic knowledge levels. Civic knowledge is essential
because it directly correlates with civic engagement (Popkin & Dimock, 1999). Although schools
heavily emphasize educational achievement, they often disregard civic knowledge and civic
engagement (Shiller, 2013). The gaps in achievement and civic knowledge have detrimental
effects on communities, particularly those with social and economic challenges. Because
adolescents’ civic engagement continues into adulthood (Flanagan & Bundick, 2011; Jennings et
al., 2009; McFarland & Thomas, 2006), increasing civic engagement in young people is an
essential component in sustained community outcomes improvement. Measuring adolescent
civic engagement entails assessing volunteerism, political behavior and beliefs, and involvement
in social movements (Metzger et al., 2018). A focus on these should be at the forefront of
conversations in community schools.
The American Psychological Association (2009) defined civic engagement as the
“individual and collective actions designed to identify and address issues of public concern”
(p. 1). Ehrlich (2000) proposed that civic engagement entails “developing the combination of
knowledge, skills, values, and motivation to make [a] difference. It means promoting the quality
of life in a community, through both political and non-political processes” (p. 6). Regardless of a
community’s socioeconomic conditions, civic engagement centers around developing a sense of
social responsibility to advance a place’s well-being.
Prewitt et al. (2014) noted that “people’s bonds, associations, and networks—as well as
the civil, political, and institutional characteristics of the society in which they live—can be
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powerful drivers” (p. 15). These drivers are pervasive in a community, affecting citizens’ quality
of life and their ability to achieve individual and societal goals. Civic engagement requires
action. It is a process in which people join together to address issues of public concern. Civic
engagement is public work done for the public good, not solely for personal benefit (Checkoway
& Aldana, 2013). In response to local problems, civic engagement can take various forms,
including participating in community organizations, attending public meetings, joining
community projects, and volunteering (Fischer, 2010; Prewitt et al., 2014).
Increased civic engagement brings about greater social cohesion. As an extension of selfefficacy, collective efficacy is a community’s willingness to come together to address a common
good because the members believe in their ability to do so (Sampson, 2012). Increased civic
engagement and subsequent collective efficacy can affect social capital by bonding a
homogeneous neighborhood or bridging ties based on shared objectives that transcend
differences of ethnicity, religion, and socioeconomic status (Putnam, 2000). When community
members unite to accomplish a task, there is the power to transcend community differences and
build social capital through collective efficacy.
Public Good of Civic Engagement
Social connections in adolescence translate into social activity in adulthood in the form of
social capital. Duke et al. (2009) noted, “Stronger connections in all family and community
contexts during adolescence predicted greater likelihood of voting, community volunteer service,
involvement in social action or solidarity groups, education groups, and conservation groups, and
endorsement of civic trust in young adulthood” (p. 1). Social capital is at the core of systemic
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shifts in communities of color. With increased social capital, community members become the
power brokers in society.
Bonding Social Capital
Civic engagement can bring together people in a community. Bonding social capital
refers to the “horizontal social relations and norms that build on similarity, informality, and
intimacy, developing strong ties and relations within the group, typically among families or close
friends” (Agger & Jensen, 2015, p. 2045). In a community, bonding social capital derives from
the similarities or commonalities of community members that allow for enhanced cohesion and
unity. Bonding social capital might seem exclusivist and closed to outside entities (Woolcock &
Sweetser, 2002); however, it connects adolescents to their neighborhoods’ primary social
networks and internal assets.
Building Social Capital
Civic engagement can lead to establishing new social and political networks within a city
that would not have otherwise occurred. Building social capital refers to “formal and informal
horizontal relations and norms among diverse individuals, for example, people with differences
in [a] demographic sense” (Agger & Jensen, 2015, p. 2045). Although adolescents can engage in
bonding activities within their neighborhoods, it is difficult to participate positively with
authorities and other forms of power. A few researchers (e.g., Firth et al., 2011; Macke & Dilly,
2010; Szreter & Woolcock, 2004) have focused on linking social capital vertically (i.e.,
connecting informal neighborhood leaders with political power brokers). These studies showed
that neighborhood agencies and leaders could influence local horizontal social networks but had
difficulty connecting social capital with external resources. However, increasing numbers of
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people working with community-based organizations that foster civic engagement could build
the social capital that any thriving community requires.
Private Benefits of Civic Engagement
Social Responsibility
In a school context, establishing a connection to the community could make adolescents
feel they have something worthy to add to the broader society (Wray-Lake et al., 2016). A sense
of social responsibility reflects a concern for the greater good and welfare of others that extends
beyond personal gain. From a developmental perspective, social responsibility is an essential
indicator of psychological maturity and positive adolescent development, a hallmark of wellbeing, and a motivator of civic action (Greenberger, 1984; Lerner et al., 2003; Rossi, 2001;
Wray-Lake & Syvertsen, 2011).
Empirical evidence shows that adolescents’ social responsibility values decline over time
(Wray-Lake et al., 2016). Studies of adolescent service-learning have indicated that adolescent
participation in community service increases prosocial behavior (Conway et al., 2009; Van
Goethem et al., 2014). Van Goethem et al. (2014) found that “adolescents benefit substantially
from performing community service experiences; as a result of community service, adolescents
develop their behaviors and attitudes in the academic, personal, social, and civic domains”
(p. 2125). Through civic engagement, adolescents develop personal values, leading them to take
responsibility for other community members and commit to improving community conditions.
Positive Racial Identity
Racial identity and the significance attached to racial status can facilitate increased civic
engagement and acknowledgment of the factors that contribute to broader systematic inequalities
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(Chapman-Hilliard et al., 2020). Similarly, there is a strong correlation between individuals’
positive feelings about their racial identity and increased civic engagement with organizations
and causes associated with their race. Hope et al. (2019) noted that “for Black youth, identity
beliefs that emphasize the importance of being Black and the sociopolitical value of the Black
community are related to an orientation toward social change actions in and for the Black
community” (p. 69). For example, when a Black individual is involved with Black community
organizations, tutors Black youth, or engages in low-risk civic behaviors (e.g., wearing apparel
with a political message about the Black community), there is a corresponding increase in
positive feelings about Black racial identity (Chavous, 2000; Hope et al., 2019; White-Johnson,
2012). Increased civic engagement can boost racial identity and understanding the racial context
within the broader society.
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CHAPTER 3: RESEARCH METHODS
Introduction
The purpose of this casual-comparative study was to examine the self-efficacy of
students, particularly as it relates to social, academic, and emotional domains, enrolled in a
racially homogenous CPS model community school and non-CPS racially homogenous,
socioeconomically similar schools. Another objective was to explore the civic engagement of
students enrolled in a CPS model community school and those enrolled in non-CPS schools. The
researcher's goal was to determine whether the independent variable of prior school type affected
the outcomes related to domains of self-efficacy and civic engagement. The following research
questions guided this study:
1. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
social self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
2. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
academic self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
3. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and emotional self-efficacy of
students in a racially homogenous and socioeconomically similar school context?
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4. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and civic engagement of students
in a racially homogenous and socioeconomically similar school context?
Chapter 3 presents the research design, including information on the population,
treatment and comparison groups, and survey instruments. This chapter also shows the data
collection procedures along with the statistical tests and variables.
Population and Sample
This study was a means to determine the potentially lasting effects of the CPS model of
community schools on SSE, ASE, and ESE. Students previously enrolled in CPS schools served
as the population. The sampling frame was students from one public school feeder pattern in
urban Central Florida who transitioned to high school from one of three schools. While only one
of the three schools was a CPS model school, the two other schools that are non-CPS provided a
control group in order to mitigate the internal threat that a single-group study would have. A
survey was conducted using a convenience sampling method. Participants were selected based
on their availability and willingness to take part in the research. The researcher’s ability to
expand the study’s scope for the sake of generalizability was limited due to the unique nature and
design of this study, which required both a CPS model school and non-CPS comparison schools
in a similar geographic area and with similar student demographics.
The selected high school from which this convenience sample was obtained was a Title I
school, reporting 100% of students eligible for free or reduced lunch. The approximate
enrollment was 1,660 in Grades 9–12, with 88% of students reporting their race as Black and 9%
as Hispanic. Approximately 13% of students were assigned exceptional student education status,
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and approximately 7% had English language learner status. The Florida Department of
Education assigned the high school a C grade in 2019 and a D in 2018. One of the three feeder
schools is a CPS school; the other two are non-CPS schools with similar racial and
socioeconomic makeups to the CPS school. Students enrolled in social studies courses at the
high school were the sample for this research.
Treatment and Comparison Groups
The CPS feeder school opened for the 2017–2018 school year and immediately
implemented the model. The other two feeder schools are traditional neighborhood-zoned, nonCPS schools. All feeder schools have similar geographical contexts and comparable racial and
socioeconomic makeups.
Site Demographics of the Community Partnership Schools Model School
The treatment group for this study were students previously enrolled in the CPS feeder
school. The CPS feeder school was a Title I school reporting 100% of students eligible for free
or reduced lunch. The total enrollment at the time of the study was approximately 1,100 students
in kindergarten through eighth grade. At the CPS feeder school, 81% of students enrolled
reported their race as Black, and 14% reported their ethnicity as Hispanic. Approximately 11%
of the students enrolled in the CPS feeder school were assigned exceptional student education
status, with approximately 8% assigned English language learner status. The CPS feeder school
that served as the treatment group for this study had a letter grade of C in 2019 and D in 2018.
Site Demographics of the Non-CPS Comparison Schools
For comparison, the two feeder non-CPS schools that led to the CPS high school
mitigated some of the influence of extraneous variables on the study outcomes. The first non50

CPS comparison feeder school was a Title I school reporting 100% of students eligible for free
or reduced lunch. The total enrollment at the time of the study was approximately 840 students in
Grades 6–8. Of the students at the first non-CPS comparison feeder school, 89% reported their
race as Black, and 11% reported their ethnicity as Hispanic. At the first non-CPS comparison
feeder school, approximately 13% of students enrolled were assigned exceptional student
education status, and approximately 6% were assigned English language learner status. The first
non-CPS comparison feeder school received a letter grade of C in 2019 and 2018.
The second non-CPS comparison feeder school was also a Title I school reporting 100%
of students eligible for free or reduced lunch. The total enrollment at the time of the study was
approximately 880 students in Grades 6–8. At the second non-CPS comparison feeder school,
68% of students enrolled reported their race as Black, and 27% reported their ethnicity as
Hispanic. At the second non-CPS comparison feeder school, approximately 13% of students
enrolled were assigned exceptional student education status, and approximately 22% were
assigned English language learner status. The second non-CPS comparison feeder school
received a C grade in 2019 and 2018.
Survey Instruments
Data collection was via a survey composed of two separate, previously developed
instruments. A portion of the survey contained the SEQ-C (Muris, 2001), which had three
subscales addressing the three domains of self-efficacy. Each SEQ-C subscale was appropriate to
address a research question. To address the fourth research question, the second survey
subsection contained the CES (Doolittle & Faul, 2013).
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Self-Efficacy Questionnaire for Children (SEQ-C)
The SEQ-C comprised three eight-item subscales for participants to respond using a 5point Likert (1932) scale. Permission to use the SEQ-C in this research study was granted by the
author and publisher. Peter Muris responded to the request via email with a document file
containing the research items. Springer Nature was the original publisher of the SEQ-C in 2001.
A license from the publisher was also obtained for the purposes of this study (see Appendix A).
Each subscale measured one of the three domains of self-efficacy: SSE, ASE, and ESE. Muris
(2001) explained,
[Items] are hypothesized to represent three domains of self-efficacy: (1) social selfefficacy that has to do with the perceived capability for peer relationships and
assertiveness; (2) academic self-efficacy that is concerned with the perceived capability
to manage one’s own learning behavior, to master academic subjects, and to fulfill
academic expectations; and (3) emotional self-efficacy that pertains to the perceived
capability of coping with negative emotions. (p. 146)
The SSE subscale was the one used to address Research Question 1. In the SSE subscale,
participants responded to statements such as, “I can express my opinions when my classmates
disagree with me” using a 5-point Likert (1932) scale (1 = strongly disagree, 2 = disagree,
3 = neither agree or disagree, 4 = agree, and 5 = strongly agree). The ASE subscale was
appropriate to address Research Question 2, with participants responding to statements such as,
“I’m able to pay attention during every class” using the same 5-point scale (1 = strongly
disagree, 2 = disagree, 3 = neither agree or disagree, 4 = agree, and 5 = strongly agree).
Answering Research Question 3 was the use of the ESE subscale. Participants responded to
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statements such as, “I’m able to control my feelings” using the same 5-point scale (1 = strongly
disagree, 2 = disagree, 3 = neither agree or disagree, 4 = agree, and 5 = strongly agree).
Validity and Reliability
The SEQ-C has undergone previous testing and has been in wide use in many countries
and with many racial groups since its development in 2001 (Bandura et al., 2001; Bong &
Skaalvik, 2003; Caprara et al., 2012; Cassidy, 2015; Markman & Baron, 2003; Pritzger; Sequeira
et al., 2007). Muris (2001) administered a validation study of the SEQ-C with a sample of high
school students (N = 330), identifying the instrument’s internal consistency using Cronbach’s
alpha. The reliability coefficients were .88 for the total self-efficacy score, .85 for the SSE
subscale score, .88 for the ASE subscale score, and .86 for the ESE subscale scores. Further, a
principal component analysis indicated that the SSE, ASE, and ESE subscales provided three
distinct factors (i.e., SSE, ASE, and ESE). Muris noted,
The main results can be catalogued as follows. (1) Factor analysis of the SEQ-C revealed
three factors that were in keeping with the intended subscales: social self-efficacy,
academic self-efficacy, and emotional self-efficacy. …(2) The internal consistency
reliability of the SEQ-C was satisfactory. (p. 148)
Minter and Pritzker (2017) measured reliability of the ASE and SSE portions of the SEQ-C
specifically among racial and ethnic categories. The ASE reliability coefficient for Black
students (n = 229) was .84. The ASE reliability coefficient for multiethnic students (n = 266) was
.86. The ASE reliability coefficient for Latino students (n = 1,151) was .86. In the Minter and
Pritzker (2017) study, the SSE reliability coefficient for Black students (n = 229) was .80. The
SSE reliability coefficient for multiethnic students (n = 266) was .82. The SSE reliability
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coefficient for Latino students (n = 1,151) was .81. Because of the wide testing and proven
reliability among a variety of groups, the SEQ-C, with its three subscales, was deemed both
reliable and valid to address the first three research questions in this study.
Civic Engagement Scale (CES)
The CES, developed by Doolittle and Faul (2013), consisted of 14 items that required
participants to respond using a 7-point Likert (1932) scale with the primary purpose of
measuring attitudes and behaviors surrounding civic engagement. The CES was published by
SAGE Open Access. It was identified within a public domain under the terms of the Creative
Commons Attribution 3.0 License. The Creative Commons Attribution 3.0 License permits any
use, reproduction, and distribution of the work without further permission. However, permission
to use the CES in this research study was also granted by the author (see Appendix B). The CES
provided the means to address Research Question 4. Doolittle and Faul described,
The CES has been created to measure two specific aspects of engagement: attitudes and
behaviors. For the scale, civic attitudes have been defined as the personal beliefs and
feelings that individuals have about their own involvement in their community and their
perceived ability to make a difference in that community. Civic behaviors have been
defined as the actions that people take to actively attempt to engage and make a
difference in their community. (p. 1)
The CES includes an 8-item section on attitudes concerning civic engagement.
Respondents indicated the level to which they disagree or agree using a linear scale
(1 = disagree, 4 = neutral, and 7 = agree) with statements such as, “I believe that all citizens
have a responsibility to their community” and “I am committed to serve my community.” The
54

CES also included a 6-item section on behaviors surrounding civic engagement in which
respondents indicated the degree to which they had participated in civic engagement activities
using a linear scale (1 = never, 4 = neutral, and 7 = always). Statements included “I help
members of my community” and “I stay informed of events in my community.”
Validity and Reliability
The CES was also previously tested and widely used prior to this study (Brown et al.,
2017; Choudhary & Gupta, 2017; Henderson, 2016; Sanderson et al., 2019; Sunil & Verma,
2018). Doolittle and Faul (2013) administered a validation study of the CES with a sample of
students (N = 354) following their involvement in a service-learning experience. A principal
component analysis of the CES showed a clear two-dimensional scale (i.e., attitudes and
behaviors), indicating evidence of acceptable factorial validity.
The original CES instrument consisted of 22 items, with Doolittle and Faul (2013) using
a reliability analysis to determine whether all items effectively contributed to the total score. The
researchers wrote,
Each item on the CES was correlated with its own total score and with the subscale. The
mean of all of these correlations of the attitude subscale, after all the unwanted item selfcorrelations were removed, provided a content validity coefficient of .71. The mean of all
these correlations of the behavior subscale, after all the unwanted item self-correlations
were removed, provided a content validity coefficient of .65. (pp. 3–4)
The reliability analysis of the initial iteration of the CES showed eight items with low levels of
reliability, leading Doolittle and Faul to recommend removing those items. The updated 14-item
CES was the one used in this study. In the updated CES, eight of the 14 items addressed the
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attitudes toward civic engagement, and six of the 14 items addressed the behaviors surrounding
civic engagement. In Doolittle and Faul’s reliability analysis, the Cronbach’s alpha values of the
8-item civic engagement attitude subscale score and 6-item civic engagement behavior subscale
score were .91 and .85, respectively.
Threats to Internal Validity
Steps were taken by the researcher to mitigate some of the threat to internal validity in
researching the potential impact of the CPS model on student self-efficacy and civic engagement.
It was important to include a non-CPS comparison group to mitigate the threat that a single
group study might have had.
Over the course of the study, the COVID-19 pandemic dramatically impacted schools.
During the 2020-2021 school year, more than 75% of the students at the school from which this
study was sampled attended school virtually, online from home. The researcher added an item to
the survey which required participants to indicate their primary method of school attendance
during the previous year in order to have the ability to measure an additional variable that might
have had a significant impact on the dependent variables being tested.
In order to account for the threat of maturation, the researcher also included an item that
required participants to identify their grade level. In this way, the researcher was able to
determine if the dependent variable was impacted by participants’ time at the high school and
away from the CPS model school.
In order to mitigate the internal threat of repeated testing, though students did have access
to the web address upon submission of the consent document, they were only provided the
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incentive for testing once. There would have been no reason for a student to participate in the
survey for more than one time.
Data Collection and Procedures
Upon approval of the University of Central Florida Institutional Review Board (see
Appendix C), all students at the high school were invited to participate in the study. Upon the
provision of consent, social studies teachers at the high school provided time for participants to
complete the survey, which took approximately 20 minutes. Teachers incentivized survey
completion using a previously established school-wide, web-based positive behavior support
system in which teachers and administrators awarded points for completing positive tasks or
exhibiting positive behaviors. Students were able to redeem points in various ways, such as
school-branded attire, admission to special events, and field trips.
Survey administration occurred via Google Forms. The school frequently used Google
Forms to collect data, and students were comfortable with the platform. The first section of the
survey required participants to provide basic demographics, prior school of enrollment and years
enrolled, and utilization of student services at the prior school. The second section consisted of
the SEQ-C, in which participants respond to three 8-item subscales regarding self-efficacy: SSE,
ASE, and ESE. The third section was the CES, whereby participants responded to 14 items
regarding attitudes and behaviors associated with civic engagement. Collected data from the
survey was input into Statistical Package for Social Sciences (SPSS) software for analysis.
Statistical Tests and Variables
The data was numerical ratings obtained from items on the SEQ-C and CES, with
responses from the SEQ-C (ranging from 1 to 5) and the CES (ranging from 1 to 7) along with
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prior school model type (CPS or non-CPS) input into SPSS. SPSS is a software program used for
computing descriptive statistics, reliability coefficients (Cronbach’s alpha), t tests, and
exploratory data analysis. Cronbach’s alpha provided a measure of internal consistency to
determine the reliability of each item in the context of a research study (Cronbach, 1951).
Despite prior researchers (e.g., Bandura et al., 2001; Doolittle & Faul, 2013) addressing the
validity of the SEQ-C and CES, a Cronbach’s alpha confirmed the reliability of items in the
specific context of this study. Independent samples t tests computed for each research question
were used to determine whether there was a statistically significant difference between the means
in the two groups. In this study, t tests provided the ability to determine if the mean composite
SEQ-C and CES scores for students from the CPS school and the two non-CPS schools were
significantly different. An exploratory data analysis showed if any other participant
characteristics significantly affected the dependent variables. In this study, exploratory analysis
explored other possible independent variables that displayed a statistically significant difference
in the mean of composite SEQ-C and CES scores. The dependent variables for this study were
SSE, ASE, ESE, and civic engagement; the independent variable was the prior school of
enrollment type, CPS or non-CPS. Table 1 presents the statistical tests and associated dependent
and independent variables used to measure each research question.
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Table 1
Data Collection Measures
Research question

Statistical
test

Variables

1. Is there a relationship between the school
structure (i.e., CPS and non-CPS) and
social self-efficacy of students in a racially
homogenous and socioeconomically
similar school context?

t test

Dependent variable: SSE

2. Is there a relationship between the school
structure (i.e., CPS and non-CPS) and
academic self-efficacy of students in a
racially homogenous and
socioeconomically similar school context?

t test

3. Is there a relationship between the school
structure (i.e., CPS and non-CPS) and
emotional self-efficacy of students in a
racially homogenous and
socioeconomically similar school context?

t test

4. Is there a relationship between the school
structure (i.e., CPS and non-CPS) and civic
engagement of students in a racially
homogenous and socioeconomically
similar school context?

t test

Independent variable: prior
school type (i.e., CPS or nonCPS)
Dependent variable: ASE
Independent variable: prior
school type (i.e., CPS or nonCPS)
Dependent variable: ESE
Independent variable: prior
school type (i.e., CPS or nonCPS)
Dependent variable: civic
engagement
Independent variable: prior
school type (i.e., CPS or nonCPS)

Reliability coefficients, t tests, and exploratory data analysis were used to address the four
research questions. Table 1 presented the alignment of each research question with the
corresponding variables and statistical test used to address the question.
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Summary
Chapter 3 included a restatement of the research questions explored through this study
and details on the research design. Also presented were the population and sample, treatment and
comparison groups, survey instruments, and data collection and procedures.
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CHAPTER 4: RESULTS
Introduction
The purpose of this quantitative study was to examine the self-efficacy of students,
particularly as it relates to social, academic, and emotional domains, enrolled in a racially
homogenous CPS model community school and non-CPS racially homogenous,
socioeconomically similar schools. Another objective was to explore the civic engagement of
students enrolled in a CPS model community school and those enrolled in non-CPS schools. The
following research questions guided this study:
1. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
social self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
2. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
academic self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
3. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and emotional self-efficacy of
students in a racially homogenous and socioeconomically similar school context?
4. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and civic engagement of students
in a racially homogenous and socioeconomically similar school context?
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A total of 801 surveys were completed. Of those, 498 met the criteria for inclusion in this
study by having gone to the identified CPS or non-CPS middle schools for at least one full year.
100% of participants were eligible for free or reduced lunch. Twenty-one percent of participants
were in grade 9, 31% were in grade 10, 30% were in grade 11, and 19% were in grade 12.
Eighty-six percent of participants identified as Black, 5% two or more races, 5% White, 2%
chose not to identify with a race category. Fifteen percent of participants identified with a
Hispanic or Latino ethnicity, 85% did not. Fifty-three percent of participants identified as female,
45% male, 1% nonbinary, 1% did not identify. This chapter contains the results of the study,
including the descriptive statistics, assumptions of the statistical tests, and the results of the
quantitative survey data and analyses. Chapter 4 also provides details about the uniqueness of the
findings. The presentation of the analysis of the data has been organized around the four research
questions, all of which guided the study.
Data Analysis for Research Question 1
The first research question is, “Is there a relationship between the school structure (i.e.,
Community Partnership Schools model of community schools and non–Community Partnership
Schools) and social self-efficacy of students in a racially homogenous and socioeconomically
similar school context?” Findings from the question are listed below.
To respond to this research question, the researcher analyzed responses to the Social SelfEfficacy (SSE) subscale of the Self-Efficacy Questionnaire for Children (SEQ-C). With the SSE
subscale, participants responded to eight statements such as, “I can express my opinions when
my classmates disagree with me” using a 5-point scale (1 = strongly disagree, 2 = disagree,
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3 = neither agree or disagree, 4 = agree, and 5 = strongly agree). The eight SSE survey items
are listed in Table 2 along with mean responses from the two comparison groups for each item.
Table 2
SSE Item Scores for CPS and Non-CPS Comparison Groups

I can become friends with other students of my age.
I'm able to work well with my classmates.
I'm able to stay friends with other students of my age.
I can tell a funny story to a group of other students my age.
I can talk with someone I don't know.
I'm able to prevent fights with other students.
I can tell other students that they are doing something that I don't like.
I can express my opinions when my classmates disagree with me.

CPS
(n = 94)
3.87
3.88
3.92
3.72
3.55
3.12
4.03
4.02

Non-CPS
(n = 387)
3.73
3.73
3.72
3.58
3.28
3.08
3.70
3.69

Notes. SSE = Social Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Responses to the eight items were aggregated to form a total SSE score for each
participant. Aggregate SSE scores were only calculated for participants that completed all items
of the SSE subscale. Participants without aggregate scores were not included in this comparison,
which was used to address the first research question. There were 94 CPS and 387 non-CPS
participants that completed the SSE subscale for an aggregate score. An independent-samples
t-test was run to determine if there were differences in the aggregate social self-efficacy score
between CPS and non-CPS participants. There were no outliers in the data, as assessed by
inspection of a boxplot. There was homogeneity of variances, as assessed by Levene's test for
equality of variances (p = .160). Social self-efficacy was measured to be higher among CPS
participants (M = 29.97, SD = 5.421) than non-CPS participants (M = 28.84, SD = 4.767), a
statistically significant difference, M = 1.485, 95% CI [0.378, 2.592], t(479) = 2.635, p = .009.
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As can be seen in Table 3, the internal consistency reliability of the SSE subscale of the SEQ-C
appeared to be satisfactory: Cronbach’s α were .781.
Table 3
SSE Descriptive Statistics (Mean, Standard Deviations, and Cronbach’s α)

Social self-efficacy

Total group
(N = 481)
29.06 (4.895)

CPS
(n = 94)
29.97 (5.421)

Non-CPS
(n = 387)
28.84 (4.767)

α
.781

Notes. SSE = Social Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Participants that had attended the CPS school reported a statistically significant higher
level of social self-efficacy than the participants that had attended the non-CPS comparison
schools. To further explore SSE data and account for some of the threat of extraneous variables,
the researcher compared the central tendencies of other comparison groups that were delineated
in the survey. Table 4 lists the central tendencies of participants by race, gender, grade level, and
instructional delivery method. Groups that contained less than 1% of the total sample were not
listed in Table 4. However, they were included in the study.
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Table 4
SSE Central Tendencies of Specified Groups

Group
School type
CPS
Non-CPS
Race/Ethnicity
Black or African American
White
Two or more races
Hispanic or Latino
Gender
Female
Male
Grade level
Grade 9
Grade 10
Grade 11
Grade 12
Instructional delivery method
Face-to-face
Virtual

n (%)

SSE
Mean (SD)

Median (IQR)

94 (20)
387 (80)

29.97 (5.421)
28.84 (4.767)

31.00 (8)
28.00 (6)

414 (86)
24 (5)
15 (4)
53 (14)

28.95 (4.838)
27.35 (4.773)
28.81 (6.532)
27.12 (4.882)

29.00 (7)
28.00 (6)
29.00 (10)
27.00 (7)

255 (53)
216 (45)

28.23 (4.863)
29.64 (4.899)

29.00 (6)
29.00 (6)

101 (21)
145 (30)
144 (30)
91 (19)

28.78 (4.567)
28.60 (5.468)
28.51 (4.732)
29.30 (4.741)

29.50 (7)
28.00 (7)
28.00 (7)
29.00 (7)

269 (56)
212 (44)

29.17 (4.822)
28.30 (5.030)

29.00 (7)
28.00 (7)

Notes. SSE = Social Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Significant gender differences were found for the SSE aggregate score [t(479) = 2.635,
p = .009]. Males reported higher aggregate SSE scores than females. This gender difference is
consistent with previous findings (Muris, 2001). Black students reported higher SSE scores than
White students and Hispanic or Latino students. Grade 12 students reported higher SSE than any
other grade level. Students that had attended school face-to-face rather than online reported
higher SSE. However, the mean aggregate SSE score of the CPS group was still highest. As
evidenced in Table 4, no racial, ethnic, gender, grade level, or instructional delivery method
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group reported a higher mean SSE aggregate score than the CPS group. The strongest positive
correlation is between SSE and the CPS group. This reinforces the hypothesis that there is a
relationship between CPS enrollment and social self-efficacy in the context of this study.
Data Analysis for Research Question 2
The second research question is, “Is there a relationship between the school (i.e.,
Community Partnership Schools model of community schools and non–Community Partnership
Schools) and academic self-efficacy of students in a racially homogenous and socioeconomically
similar school context?” Findings from the question are listed below.
To respond to this research question, the researcher analyzed responses to the Academic
Self-Efficacy (ASE) subscale of the Self-Efficacy Questionnaire for Children (SEQ-C). With the
ASE subscale, participants responded to eight statements such as, “I can get teachers to help me
when I get stuck on my schoolwork” using a 5-point scale (1 = strongly disagree, 2 = disagree,
3 = neither agree or disagree, 4 = agree, and 5 = strongly agree). The eight ASE survey items
are listed in Table 5 along with mean responses from the two comparison groups for each item.
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Table 5
ASE Item Scores for CPS and Non-CPS Comparison Groups

I’m able to satisfy my parents with my schoolwork.
I’m able to pay attention during every class.
I can study for a chapter test.
I’m able to pass my tests.
I can get teachers to help me when I get stuck on my schoolwork.
I’m able to finish my homework every day.
I’m able to pass my subjects.
I can study when there are other interesting things to do.

CPS
(n = 96)
4.00
3.86
3.71
3.67
4.13
3.75
4.05
3.72

Non-CPS
(n = 382)
3.92
3.81
3.53
3.77
3.86
3.45
3.98
3.42

Notes. ASE = Academic Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Responses to the eight items were aggregated to form a total ASE score for each
participant. Aggregate ASE scores were only calculated for participants that completed all items
of the ASE subscale. Participants without aggregate scores were not included in this comparison,
which was used to address the second research question. There were 96 CPS and 382 non-CPS
participants that completed the ASE subscale for an aggregate score. An independent-samples
t-test was run to determine if there were differences in the aggregate academic self-efficacy score
between CPS and non-CPS participants. There were no outliers in the data, as assessed by
inspection of a boxplot. There was homogeneity of variances, as assessed by Levene's test for
equality of variances (p = .223). Academic self-efficacy was measured to be higher among CPS
participants (M = 30.84, SD = 4.923) than non-CPS participants (M = 29.79, SD = 4.516), a
statistically significant difference, M = 1.056, 95% CI [0.024, 2.088], t(476) = 2.010, p = .045.
As can be seen in Table 6, the internal consistency reliability of the ASE subscale of the SEQ-C
appeared to be satisfactory: Cronbach’s α were .811.
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Table 6
ASE Descriptive Statistics (Mean, Standard Deviations, and Cronbach’s α)

Academic self-efficacy

Total group
(N = 478)
30.00 (4.598)

CPS
(n = 96)
30.84 (4.923)

Non-CPS
(n = 382)
29.79 (4.516)

α
.811

Notes. ASE = Academic Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Participants that had attended the CPS school reported a statistically significant higher
level of academic self-efficacy than the participants that had attended the non-CPS comparison
schools. To further explore ASE data and account for some of the threat of extraneous variables,
the researcher compared the central tendencies of other comparison groups that were delineated
in the survey. Table 7 lists the central tendencies of participants by race, gender, grade level, and
instructional delivery method. Groups that contained less than 1% of the total sample were not
listed in Table 7. However, they were included in the study.
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Table 7
ASE Central Tendencies of Specified Groups

Group
School type
CPS
Non-CPS
Race/Ethnicity
Black or African American
White
Two or more races
Hispanic or Latino
Gender
Female
Male
Grade level
Grade 9
Grade 10
Grade 11
Grade 12
Instructional delivery method
Face-to-face
Virtual

n (%)

ASE
Mean (SD)

Median (IQR)

96 (20)
382 (80)

30.84 (4.923)
29.79 (4.516)

30.00 (8)
30.00 (5)

411 (86)
24 (5)
19 (4)
67 (14)

30.14 (4.513)
29.09 (4.728)
30.14 (5.617)
29.29 (5.398)

30.00 (6)
29.00 (4)
29.00 (9)
29.50 (7)

253 (53)
215 (45)

29.89 (4.418)
30.29 (4.760)

30.00 (6)
31.00 (6)

99 (21)
146 (31)
142 (30)
91 (19)

29.74 (3.978)
30.42 (4.846)
29.50 (4.717)
30.28 (4.720)

30.00 (5)
31.00 (5)
30.00 (5)
30.00 (6)

268 (56)
210 (44)

30.08 (4.552)
29.89 (4.715)

30.00 (6)
30.00 (6)

Notes. ASE = Academic Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Significant differences were found for the ASE aggregate score [t(476) = 2.010,
p = .045]. Males reported higher aggregate ASE scores than females. This gender difference is
also consistent with previous findings (Muris, 2001). Black students and students that identified
with two or more races reported slightly higher SSE scores than White students and Hispanic or
Latino students. Students in tenth grade reported slightly higher ASE than the other grade levels.
Students that had attended school face-to-face rather than online reported higher ASE. However,
the mean aggregate ASE score of the CPS group was still higher than any other group score. As
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evidenced in Table 7, no racial, ethnic, gender, grade level, or instructional delivery method
group reported a higher mean ASE aggregate score than the CPS group. The strongest positive
correlation is between ASE and the CPS group. This reinforces the hypothesis that there is a
relationship between CPS enrollment and academic self-efficacy in the context of this study.
Data Analysis for Research Question 3
The third research question is, “Is there a relationship between the school structure (i.e.,
Community Partnership Schools and non–Community Partnership Schools) and emotional selfefficacy of students in a racially homogenous and socioeconomically similar school context?”
Findings from the question are listed below.
To respond to this research question, the researcher analyzed responses to the Emotional
Self-Efficacy (ESE) subscale of the Self-Efficacy Questionnaire for Children (SEQ-C). With the
ESE subscale, participants responded to eight statements such as, “I’m able to control my
feelings” using a 5-point scale (1 = strongly disagree, 2 = disagree, 3 = neither agree or
disagree, 4 = agree, and 5 = strongly agree). The eight ESE survey items are listed in Table 8
along with mean responses from the two comparison groups for each item.
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Table 8
ESE Item Scores for CPS and Non-CPS Comparison Groups

I’m able to cheer myself up when something unpleasant has happened.
I’m able to calm myself down when I am very scared.
I’m able to prevent myself from becoming nervous.
I’m able to control my feelings.
I’m able to give myself a pep talk when I feel depressed or anxious.
I’m able to tell a friend when I don’t feel okay.
I’m able to control my negative thinking.
I’m able to stop worrying about things that might happen.

CPS
(n = 95)
3.63
3.62
3.39
3.79
3.61
3.63
3.52
3.26

Non-CPS
(n = 386)
3.58
3.52
3.06
3.59
3.50
3.47
3.28
3.06

Notes. ESE = Emotional Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Responses to the eight items were aggregated to form a total ESE score for each
participant. Aggregate ESE scores were only calculated for participants that completed all items
of the ESE subscale. Participants without aggregate scores were not included in this comparison,
which was used to address the third research question. There were 95 CPS and 386 non-CPS
participants that completed the ESE subscale for an aggregate score. An independent-samples
t-test was run to determine if there were differences in the aggregate emotional self-efficacy
score between CPS and non-CPS participants. There were no outliers in the data, as assessed by
inspection of a boxplot. There was homogeneity of variances, as assessed by Levene's test for
equality of variances (p = .054). Emotional self-efficacy was measured to be higher among CPS
participants (M = 28.45, SD = 7.189) than non-CPS participants (M = 27.06, SD = 6.269), a
statistically significant difference, M = 1.390, 95% CI [-0.063, 2.844], t(479) = 1.879, p = .006.
As can be seen in Table 9, the internal consistency reliability of the ESE subscale of the SEQ-C
appeared to be satisfactory: Cronbach’s α were .883.
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Table 9
ESE Descriptive Statistics (Mean, Standard Deviations, and Cronbach’s α)

Emotional self-efficacy

Total group
(N = 481)
27.33 (6.738)

CPS
(n = 95)
28.45 (7.189)

Non-CPS
(n = 386)
27.06 (6.269)

α
.883

Notes. ESE = Emotional Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Participants that had attended the CPS school reported a statistically significant higher
level of emotional self-efficacy than the participants that had attended the non-CPS comparison
schools. To further explore ESE data and account for some of the threat of extraneous variables,
the researcher compared the central tendencies of other comparison groups that were delineated
in the survey. Table 10 lists the central tendencies of participants by race, gender, grade level,
and instructional delivery method. Groups that contained less than 1% of the total sample were
not listed in Table 10. However, they were included in the study.
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Table 10
ESE Central Tendencies for Specified Groups

Group
School type
CPS
Non-CPS
Race and Ethnicity
Black or African American
White
Two or more races
Hispanic or Latino
Gender
Female
Male
Grade level
Grade 9
Grade 10
Grade 11
Grade 12
Instructional delivery method
Face-to-face
Virtual

n (%)

ESE
Mean (SD)

Median (IQR)

95 (20)
386 (80)

28.45 (7.189)
27.06 (6.269)

27.00 (9)
27.00 (7)

414 (86)
24 (5)
19 (4)
67 (14)

27.57 (6.186)
26.29 (7.915)
25.64 (8.797)
25.55 (7.657)

28.00 (8)
27.00 (9)
25.00 (13)
26.00 (10)

255 (53)
216 (45)

26.06 (6.173)
29.32 (6.015)

27.00 (8)
30.00 (8)

101 (21)
145 (30)
144 (30)
91 (19)

25.85 (7.188)
28.09 (6.634)
26.89 (5.974)
28.41 (5.936)

27.00 (9)
29.00 (8)
27.00 (7)
28.00 (8)

270 (56)
211 (44)

27.78 (6.665)
26.79 (6.220)

29.00 (8)
27.00 (8)

Notes. ESE = Emotional Self-Efficacy subscale of the Self-Efficacy Questionnaire for Children
Significant gender differences were found for the ESE aggregate score [t(479) = 1.879,
p = .006]. Males reported higher aggregate ESE scores than females. This gender difference is
consistent with previous findings (Muris, 2001). Black students reported higher ESE scores than
White students and Hispanic or Latino students. Grade 12 students reported higher ESE than any
other grade level. Students that had attended school face-to-face rather than online reported
higher ESE. However, the mean aggregate ESE score of the CPS group was still highest. As
evidenced in Table 10, no racial, ethnic, grade level, or instructional delivery method group
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reported a higher mean ESE aggregate score than the CPS group. The strongest positive
correlation outside of gender is between ESE and the CPS group. This reinforces the hypothesis
that there is a relationship between CPS enrollment and emotional self-efficacy in the context of
this study.
Data Analysis for Research Question 4
The fourth research question is, “Is there a relationship between the school structure (i.e.,
Community Partnership Schools and non–Community Partnership Schools) and civic
engagement of students in a racially homogenous and socioeconomically similar school
context?” Findings from the question are listed below.
To respond to this research question, the researcher analyzed responses to the Civic
Engagement Scale (CES). With the CES, participants responded to fourteen statements such as,
“I believe that it is important to volunteer” using a 7-point linear scale (1 = disagree, 4 = neutral,
and 7 = agree) and “I help members of my community” using a 7-point linear scale (1 = never,
4 = neutral, and 7 = always). The fourteen CES survey items are listed in Table 11 along with
mean responses from the two comparison groups for each item.
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Table 11
CES Item Scores for CPS and Non-CPS Comparison Groups

I feel responsible for my community.
I believe I should make a difference in my community.
I believe I have a responsibility to help the poor and hungry.
I am committed to serve in my community.
I believe all citizens have a responsibility to their community.
I believe that it is important to be informed of community issues.
I believe that it is important to volunteer.
I believe that it is important to financially support charitable
organizations.
I am involved in structured volunteer positions in the community.
When working with others, I make positive changes in the
community.
I help members of my community.
I stay informed of events in my community.
I participate in discussions that raise issues of social responsibility.
I contribute to charitable organizations within the community.

CPS
(n = 92)
3.52
4.37
3.95
3.49
4.68
4.46
4.27
4.19

Non-CPS
(n = 374)
3.24
4.28
4.22
3.63
4.61
4.38
4.26
4.28

3.08
3.98

2.68
3.84

3.86
3.77
3.51
3.17

3.47
3.09
2.99
2.92

Notes. CES = Civic Engagement Scale
Responses to the fourteen items were aggregated to form a total civic engagement score
for each participant. Aggregate CES scores were only calculated for participants that completed
all fourteen items of the CES. Participants without aggregate scores were not included in this
comparison, which was used to address the fourth research question. There were 92 CPS and 374
non-CPS participants that completed the CES for an aggregate score. An independent-samples
t-test was run to determine if there were differences in civic engagement between CPS and
non-CPS participants. There were no outliers in the data, as assessed by inspection of a boxplot.
There was homogeneity of variances, as assessed by Levene's test for equality of variances
(p = .242). Civic engagement was measured to be higher in CPS participants (M = 54.11,
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SD = 20.433) than non-CPS participants (M = 51.91, SD = 18.355), a statistically significant
difference, M = 2.197, 95% CI [-2.098, 6.492], t(464) = 1.005, p = .032. As can be seen in Table
12, the internal consistency reliability of the CES appeared to be satisfactory: Cronbach’s α were
.935.
Table 12
CES Descriptive Statistics (Mean, Standard Deviations, and Cronbach’s α)

Civic engagement

Total group
(N = 466)
52.02 (18.765)

CPS
(n = 92)
54.11 (20.433)

Non-CPS
(n = 374)
51.91 (18.355)

α
.935

Notes. CES = Civic Engagement Scale
Participants that had attended the CPS school reported a higher level of civic engagement
than the participants that had attended the non-CPS comparison schools. To further explore CES
data and account for some of the threat of extraneous variables, the researcher compared the
central tendencies of other comparison groups that were delineated in the survey. Table 13 lists
the central tendencies of participants by race, gender, grade level, and instructional delivery
method. Groups that contained less than 1% of the total sample were not listed in Table 13.
However, they were included in the study.
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Table 13
CES Central Tendencies for Specified Groups

Group
School type
CPS
Non-CPS
Race and Ethnicity
Black or African American
White
Two or more races
Hispanic or Latino
Gender
Female
Male
Grade level
Grade 9
Grade 10
Grade 11
Grade 12
Instructional delivery method
Face-to-face
Virtual

n (%)

CES
Mean (SD)

Median (IQR)

92 (20)
374 (80)

54.11 (20.433)
51.91 (18.355)

55.00 (27)
52.00 (25)

401 (86)
23 (5)
19 (4)
65 (14)

52.51 (18.543)
48.86 (21.015)
53.61 (20.425)
50.90 (20.780)

54.00 (25)
47.50 (36)
49.50 (24)
51.00 (33)

247 (53)
210 (45)

52.79 (17.820)
52.22 (19.850)

54.00 (24)
52.50 (26)

98 (21)
139 (30)
140 (30)
89 (19)

49.96 (17.976)
52.70 (19.275)
52.76 (18.507)
52.61 (19.116)

49.50 (22)
53.00 (24)
54.00 (25)
54.00 (28)

261 (56)
205 (44)

52.70 (18.733)
51.90 (18.924)

54.00 (26)
51.00 (25)

Notes. CES = Civic Engagement Scale
Significant gender differences were found for the CES aggregate score [t(464) = 1.005,
p = .032]. Females reported higher aggregate civic engagement scores than males. Black students
and students identifying with two or more races reported higher aggregate civic engagement
scores than White students and Hispanic or Latino students. The mean aggregate CES score of
the CPS group was still highest. As evidenced in Table 13, no racial, ethnic, gender, grade level,
or instructional delivery method group reported a higher mean CES aggregate score than the CPS
group. The strongest positive correlation is between CES and the CPS group. This reinforces the
77

hypothesis that there is a relationship between CPS enrollment and civic engagement in the
context of this study.
Summary
Chapter 4 contained the results of the study, including the descriptive and inferential
statistics, assumptions of the statistical tests, and the results of the quantitative survey data and
analyses. As displayed in Table 14, all areas of self-efficacy and civic engagement were higher
among the CPS group than the non-CPS group.
Table 14
Compiled Descriptive Statistics (Mean, Standard Deviations, and Cronbach’s α)

Social self-efficacy
Academic self-efficacy
Emotional self-efficacy
Civic engagement

Total group
(N = 481)
29.06 (4.895)
30.00 (4.598)
27.33 (6.738)
52.02 (18.765)

CPS
(n = 95)
29.97 (5.421)
30.84 (4.923)
28.45 (7.189)
54.11 (20.433)

Non-CPS
(n = 386)
28.84 (4.767)
29.79 (4.516)
27.06 (6.269)
51.91 (18.355)

α
.781
.811
.883
.935

There is a relationship between the school structure (i.e., Community Partnership Schools
model of community schools and non–Community Partnership Schools) and social self-efficacy
of students in a racially homogenous and socioeconomically similar school context. There is a
relationship between the school structure and academic self-efficacy of students in a racially
homogenous and socioeconomically similar school context. There is a relationship between the
school structure and emotional self-efficacy of students in a racially homogenous and
socioeconomically similar school context. There is a relationship between the school structure
and civic engagement of students in a racially homogenous and socioeconomically similar school
context.
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CHAPTER 5: SUMMARY, DISCUSSION, AND RECOMMENDATIONS
Introduction
This chapter presents a summary. It includes a discussion of the key findings of the study,
conclusions that can be drawn from this study, implications for policy and practice, and
recommendations for future research. The discussion of key findings is structured around the
research questions.
Summary
This quantitative study aimed to examine the self-efficacy of students, particularly as it
relates to social, academic, and emotional domains, enrolled in a racially homogenous CPS
model school and non-CPS racially homogenous, socioeconomically similar schools. Another
objective was to explore the civic engagement of students enrolled in a CPS model community
school and those enrolled in non-CPS schools. The following research questions guided this
study:
1. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
social self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
2. Is there a relationship between the school structure (i.e., Community Partnership
Schools model of community schools and non–Community Partnership Schools) and
academic self-efficacy of students in a racially homogenous and socioeconomically
similar school context?
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3. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and emotional self-efficacy of
students in a racially homogenous and socioeconomically similar school context?
4. Is there a relationship between the school structure (i.e., Community Partnership
Schools and non–Community Partnership Schools) and civic engagement of students
in a racially homogenous and socioeconomically similar school context?
The discussion of key findings is structured around the research questions.
Discussion of Research Question 1
The first research question is, “Is there a relationship between the school structure (i.e.,
Community Partnership Schools model of community schools and non–Community Partnership
Schools) and social self-efficacy of students in a racially homogenous and socioeconomically
similar school context?” A discussion of the findings is included below.
Findings in relation to Research Question 1 reveal that students that had attended the CPS
model school consistently expressed having a greater sense of social self-efficacy than their
peers that went to the non-CPS comparison schools. While any number of factors can improve a
student’s sense of social self-efficacy, no other delineated group presented such consistently
positive social self-efficacy as did the group that had attended the CPS model school. Evidenced
in Table 2 through statements such as, “I can tell other students that they are doing something
that I don’t like” and “I can express my opinions when my classmates disagree with me,” the
CPS group SSE score indicated the ability for CPS students to advocate for themselves with
peers in adverse situations.
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Among other groups delineated in the study, males expressed having a significantly
greater sense of social self-efficacy than their female peers. This finding is consistent with
previous self-efficacy studies that involve gender (e.g., Muris, 2001).
Grade 12 students expressed higher levels of social self-efficacy than the students in
younger grade levels. Grade 12 students have been at the school longest and typically have more
experience navigating the social norms and structures of the given school context. That grade 12
students report higher self-efficacy is in keeping with expectations of the researcher.
This study was conducted during the first two weeks of the 2021-2022 school year. Due
to the COVID-19 pandemic, many students attended school virtually, online for some or most of
the previous school year. It could be hypothesized that the dramatic shift in social interaction and
instruction would impact self-efficacy. With this consideration in mind, the researcher included
an item on the survey to find out the previous year’s instructional delivery method for
participants. Students that had attended school face-to-face rather than online during the previous
school year, expressed higher social self-efficacy.
Discussion of Research Question 2
The second research question is, “Is there a relationship between the school (i.e.,
Community Partnership Schools model of community schools and non–Community Partnership
Schools) and academic self-efficacy of students in a racially homogenous and socioeconomically
similar school context?” A discussion of the findings is included below.
Findings in relation to Research Question 2 reveal that students that had attended the CPS
model school expressed having a greater sense of academic self-efficacy than their peers that
went to the non-CPS comparison schools. While a number of factors can improve a student’s
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sense of academic self-efficacy, no other delineated group presented such consistently positive
social self-efficacy as did the group that had attended the CPS model school. Evidenced in
Table 5 through statements such as, “I’m able to finish my homework every day” and “I can
study when there are other interesting things to do,” the CPS group score indicated higher ASE
related to study and time management skills. However, there was not a positive correlation
between CPS and all ASE survey items. The non-CPS group scored higher on the item, “I’m able
to pass my tests.” This indicated that CPS students reported higher ASE a related to test
preparation, but lower ASE related to test performance. They reported believing in their ability to
manage learning behaviors, but they did not report believing in their ability to master the test.
Among other groups delineated in the study, males expressed having a significantly
greater sense of academic self-efficacy than their female peers. This finding is consistent with
other academic self-efficacy studies that involve gender (e.g., Gholson & Martin, 2014; Joseph
& Alston, 2018; Joseph, Hailu, & Matthews, 2019; Muris, 2001).
Students in no single grade level expressed consistently higher levels of academic selfefficacy than the students in other grade levels. Visible in Table 7, the central tendencies of all
grade levels were relatively similar. No grade level stood out as having significantly higher or
lower belief in their own ability to manage learning behavior, master academic subjects, and
fulfill academic expectations.
In the area of academic self-efficacy, the central tendencies of students that had attended
school face-to-face were nearly identical to the central tendencies of students that had attended
school online during the previous school year. There was almost no difference in the perceived
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ability to manage learning behavior, master academic subjects, and fulfill academic expectations
based on instructional delivery method.
Discussion of Research Question 3
The third research question is, “Is there a relationship between the school structure (i.e.,
Community Partnership Schools and non–Community Partnership Schools) and emotional selfefficacy of students in a racially homogenous and socioeconomically similar school context?” A
discussion of the findings is included below.
Findings in relation to Research Question 3 reveal that students that had attended the CPS
model school consistently expressed having a greater sense of emotional self-efficacy than their
peers that went to the non-CPS comparison schools. Evidenced in Table 8 through statements
such as, “I’m able to prevent myself from becoming nervous” and I’m able to control my
negative thinking,” the CPS group report a stronger ability to control nervousness, anxiety, and
negative thinking. The CPS group reported a higher score on all ESE items.
Among other groups delineated in the study, males expressed having a significantly
greater perceived capability of coping with negative emotions than their female peers. This
finding is consistent with previous self-efficacy studies that involve gender (e.g., Muris, 2001),
and the difference in gender scores is more pronounced with emotional self-efficacy than with
other areas of self-efficacy.
Grade 12 students reported the greatest perceived capability of coping with negative
emotions. Grade 9 reported the lowest perceived capability of coping with negative emotions.
Grade 12 students are older and perhaps perceive more experience in navigating negative
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emotions. That grade 12 students report higher emotional self-efficacy is in keeping with
expectations of the researcher.
It could be hypothesized that the COVID-19 pandemic, dramatic shift in social
interaction, and limited access to emotional support systems at school would impact emotional
self-efficacy. Students that had attended school face-to-face rather than online during the
previous school year, expressed a significantly higher perceived capability of coping with
negative emotions.
Discussion of Research Question 4
The fourth research question is, “Is there a relationship between the school structure (i.e.,
Community Partnership Schools and non–Community Partnership Schools) and civic
engagement of students in a racially homogenous and socioeconomically similar school
context?” A discussion of the findings is included below.
Findings in relation to Research Question 4 reveal that students that had attended the CPS
model school expressed having a greater level of civic engagement than their peers that went to
the non-CPS comparison schools. Evidenced in Table 11 through statements such as, “I stay
informed of events in my community” and “I participate in discussions that raise issues of social
responsibility,” the CPS group reported a higher level of overall civic engagement. On all items
that indicate action (e.g., “I help…”, “I participate…”, “I contribute…”, etc.), CPS participants
expressed significantly higher agreement.
This high reported level of civic engagement was not evident in all items of the survey.
On items such as, “I believe I have a responsibility to help the poor and hungry” and “I am
committed to serve in my community,” the non-CPS group scored higher. The first eight items of
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the Civic Engagement Survey (CES) are concerned with participant attitudes concerning civic
engagement. The last six items are concerned with participant behaviors concerning civic
engagement. CPS participants reported less strong attitudes (i.e., beliefs) concerning civic
engagement. However, they reported behaviors such as staying informed and taking more action
to civically engage than the non-CPS participants. Non-CPS participants expressed heightened
attitudes, but they were less likely to indicate corresponding behaviors associated with civic
engagement.
Even though male participants indicated higher self-efficacy in all domains, females
expressed a greater sense that one can and should make a difference in enhancing their
community than males.
Students in grades 10, 11, and 12 reported similar attitudes and behaviors associated with
civic engagement. Perhaps students in grade 9 have had fewer opportunities to connect with
community volunteer organizations and have had less impetus to develop beliefs around topics
concerning civic engagement.
Students that had attended school face-to-face rather than online during the previous
school year, expressed a significantly higher level of attitudes and behaviors associated with
civic engagement. This finding could also be related to added opportunities to connect with
community volunteer organizations and have had less impetus to develop beliefs around topics
concerning civic engagement.
Limitations
The results of this study are not necessarily generalizable in other contexts. This
convenience sample was derived from one unique public feeder school pattern in one Central
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Florida community composed of predominantly Black residents. The uniqueness of the
community limits the ability to generalize results in other CPS model school contexts. A lack of
reliable data that was available to the researcher regarding services provided to individual
students at the CPS model school limits the ability to derive direct correlations between the CPS
model components and attributes and student self-efficacy and civic engagement. Rather, this
study was conducted under the assumption that services were evenly provided to all students
during their time enrolled in the CPS model school. Finally, given that all data points were selfreported, it was impossible for the researcher to independently verify accuracy of certain data
points (e.g., grade level, middle school of enrollment, etc.). Self-efficacy and attitudes
surrounding civic engagement must be accepted as they were reported, given that data points are
based on the feelings of the individual participants.
Implications
Implications of this study exist for both policymakers and practitioners. The potential
impact that the CPS model has demonstrated in this study adds to the research of its effectiveness
in providing equitable educational conditions for students and preparing them to lead in efforts at
impacting community conditions. This section explores implications for both policy and practice.
Implications for Policy
Policymakers who operate within a critical framework recognize that the school can be
instrumental in community transformation. In this context, the school serves as a social change
catalyst, involving family members and the community in the larger work of eliminating
inequities and combating oppressive conditions (Crotty, 1998). Within the critical race theory
framework, policymakers must recognize that systematic inequities and underperforming schools
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do not occur apart from one another. We must recognize that race has to be at the center of the
discussion. Schools frequently amplify inequities in the community and society at large, and they
cannot be treated in isolation from the world in which they are situated (Green, 2015). School
conditions reflect community conditions, and school outcomes and school transformation is
inextricably linked to community transformation. Community schools can enhance their work
and expand their scope of influence when they create conditions in which students are
empowered to develop high levels of self-efficacy and civic engagement. Policymakers
interested in community empowerment must not shy away from addressing issues of inequities
that persist. Shifting policy into the direction of community schools, more precisely the CPS
model has the potential to dramatically impact underserved and underrepresented communities
and effectively improve school outcomes.
Implications for Practice
This study extends the understanding of the impact of the CPS model of full-service
community schools into the realms of self-efficacy and civic engagement. This study adds to the
body of evaluative evidence of CPS and community schools more broadly. This study also
provides additional support to practitioners seeking to make programmatic and resource
allocation decisions. The community school practitioner may take note of this additional
understanding of CPS model outcomes related to self-efficacy and civic engagement. With the
evidence that self-efficacy beliefs and civic engagement attitudes and behaviors carry on with
students beyond the time of enrollment in the school, CPS model school and community leaders
are even more empowered to seek funding and partnership support.
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A clear understanding of CPS service utilization at the student-level was not integrated
into the design of this study of the CPS impact on self-efficacy and civic engagement in part
because such CPS service utilization data is often disparate and inaccessible. This study lends
support to previous studies that have called for improvement and integration of data systems
(e.g., Ellis, 2019). Despite the fact that all students in a CPS model school have access to CPS
services, utilization is based on need and self-advocacy. Capturing student-level data is essential
in understanding the individual impact of those who use the services. The researcher
recommends the development and implementation of a robust data system that allows the
merging of school district and partner agency data. Systems that connect school data points with
the data points of partner agencies are essential at developing an understanding of the studentlevel impact of services. A robust CPS data system might, in some capacity, connect data sets
concerning each of the four pillars: extended learning opportunities, family and community
engagement, family and community engagement, and collaborative leadership and practice. This
availability of such a robust data system could be subsequently used by the school leaders and
CPS partners to improve or modify implementation of the CPS model and services provided
when needed. The availability of such a data system would also allow researchers to better
understand the student-level impact of the CPS model implementation and generate clear and
significant results.
This study revealed discrepancies in self-efficacy for gender in both CPS and non-CPS
model schools. Female students indicated lower levels of self-efficacy in all measured domains.
Joseph, Hailu, and Matthews (2019) advise,
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To achieve the democratic ideals of equity and justice in which education reforms are
anchored, we must pay attention to the needs of Black girls. As we imagine ways of
moving closer to educational equity for Black girls in similar contexts as this study’s
participants, we realize that equity reform can happen through a variety of avenues, such
as pipeline programs, the recruitment of racially diverse teachers, school leadership,
policy development, and redistribution of federal funding. (p. 150)
CPS model school programming must not ignore the findings of this and previous research. The
needs of Black girls must become at the forefront of thinking regarding social, academic, and
specifically emotional self-efficacy. Significant programming efforts should be made and
resources should be shifted into this direction. Less than 1% of participants involved in this study
identified as transgender, non-binary, gender non-conforming, or otherwise gender queer.
Resultantly, self-efficacy and civic engagement for those students was not published in this
work. Even so, consideration of such efforts to address the needs of Black females should be
considered for all non-male students.
School leaders who operate within a critical framework recognize that the school can be
instrumental in community transformation. In this context, the school serves as a social change
catalyst, involving family members and the community in the larger work of eliminating
inequities and combating oppressive conditions (Crotty, 1998). Within the critical race theory
framework, school leaders recognize that systematic inequities and underperforming schools do
not occur apart from one another. School leaders also recognize that race must be at the center of
the discussion. Schools frequently amplify inequities in the community and society at large, and
they cannot be treated in isolation from the world in which they are situated (Green, 2015).
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School conditions reflect community conditions, and school transformation is inextricably linked
to community transformation. Community schools can enhance their work and expand their
scope of influence when they create conditions in which students are empowered to develop high
levels of self-efficacy and civic engagement. Education leaders, like policymakers, must not shy
away from addressing issues of inequities that persist. Shifting efforts into the direction of
community schools, more precisely the CPS model has the potential to dramatically impact
underserved and underrepresented communities.
Recommendations for Future Research
The findings of this study indicate that the CPS model has a positive effect on student
self-efficacy and civic engagement. To further the knowledge gained through this study,
recommendations for future research are listed.
1. In this study Black students indicated significantly higher levels of self-efficacy and civic
engagement than White and Hispanic or Latino students. It is recommended that similar
studies are conducted in other school contexts to determine if self-efficacy and civic
engagement are impacted differently by the CPS model when school demographics are
less homogenous.
2. It is also recommended to further explore the variability in civic engagement items.
While the CES produced reliable results in this study, there may be other outcomes if
civic engagement items concerning attitudes are measured separate from items
concerning behaviors.
3. It is also recommended to consider the impact on self-efficacy and civic engagement in a
way that factors in the varying degrees of utilization of the services provided by the CPS
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model (i.e., dosage of CPS services). For example, it would be of value to know if the
weekly utilization of mental health services at the CPS impacted future emotional selfefficacy specifically.
4. This study involved participants that had only recently exited the CPS model school
within the last four years. Future studies might involve students that have been out of the
school for longer periods of time. It may be of value to study future educational
attainment, career paths, or re-entry to the community upon completion of educational
goals in relation to enrollment in CPS model schools.
5. This study did not seek to determine how long students had lived in the community prior
to their enrollment in the CPS or non-CPS middle school. Increased mobility in earlier
years may have an impact on a child’s sense of belonging and, in turn, community
engagement. Future studies on civic engagement might incorporate mobility as a
variable.
Conclusions
The results of this study are in alignment with the literature concerning self-efficacy and
civic engagement. The results of this study are also in alignment with previous studies
concerning the positive impacts of CPS and full-service community schools.
Self-Efficacy
As explored in Chapter 2, the core impetus of community schools is the notion that
students’ beliefs about themselves and the community in which they live will improve student
outcomes. Self-efficacy from an internal viewpoint centers around individuals’ beliefs in their
“capabilities to organize and execute the courses of action required to produce given
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attainments” (Bandura, 1997, p. 3) based on models in their social environment. To be driven to
attain a goal, people must believe in their ability to accomplish the actions required. Students
who believe they can complete a task are more likely to persevere if they encounter a challenge.
We also know that an individual’s context can greatly influence the capability to take the
required courses of action to attain a goal. This study proves that students’ beliefs about
themselves and their communities can be profoundly impacted by community schools as visible
in Figure 1.

Figure 1
Aggregate Self-Efficacy Scores Among Students. Created by author - 2021
Theories of expectation-value bring together achievement performance, persistence, and
choice to “individuals’ expectancy-related and task-value beliefs” (Eccles & Wigfield, 2002,
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p. 118). In its most elemental form, what people do is determined by what they expect as an
outcome. Expectancy-value suggests that action is the product of what individuals expect to
happen or not to happen, whether they take action, and how they assess the action’s outcome.
Researchers use these variables to predict how an individual will respond when presented with
behavioral choices. Modern expectancy-value theorists (e.g., Eccles, 1987; Eccles et al., 1983;
Feather, 1988; Wigfield & Eccles, 1992) contextualize the theory by recognizing the
complexities of expectancies and value components and linking them to psychological and social
constructs. Expectancy-value theory pertains to schools insofar as that at the most microscopic
level of schools, students must expect to achieve academically, socially, or civically to pursue it.
In the context of this study, Black students reported higher levels of social, academic, and
emotional self-efficacy than their White and Hispanic or Latino peers. In previous studies, the
opposite was often true (Akos & Galassi, 2004; Bong, 1999; Pajares, 2002). It is relevant to note
that Black students comprise 88% of the sampling frame. The homogeneous nature of both the
schools and neighborhood contexts involved in this study may be a contributing factor to this
race and ethnicity differential in SES, ASE, and ESE scores. For example, in the context of this
study, because of the large population of Black students, community and school programming
and activities could contribute to a greater sense of positive Black identity and pride, which
could positively impact self-efficacy.
As explored in Chapter 2 of this study, differences in self-efficacy are often associated
with gender, race, and ethnic diversity (Akos & Galassi, 2004; Bong, 1999; Pajares, 2002).
Feelings of self-efficacy are deeply affected by social constructs in which gender and race play
principal roles, with lasting effects. Time and again studies have demonstrated the direct
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connection between self-efficacy beliefs and gender (Britner & Pajares, 2006; Schmidt &
Shumow, 2012; Zeldin & Pajares, 2000; Pajares et al., 2007). The differences in self-efficacy
beliefs between genders revealed in this study are consistent with previous studies concerning
gender identity and self-efficacy.
Civic Engagement
As explored in Chapter 2, through civic engagement, people develop skills, knowledge,
and relationships to cultivate positive change and advance a place’s well-being. Civic
engagement can also help improve community conditions that positively impact the well-being
of all members. Although schools may heavily emphasize educational achievement, at the
expense of civic knowledge and civic engagement (Shiller, 2013), gaps in achievement and civic
knowledge have detrimental effects on communities. Because adolescents’ civic engagement
continues into adulthood (Flanagan & Bundick, 2011; Jennings et al., 2009; McFarland &
Thomas, 2006), increasing civic engagement in young people is an essential component in
sustained community outcomes improvement. In the context of this study, a direct positive
correlation between civic engagement and CPS enrollment was evident as visible in Figure 2.
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Figure 2
Aggregate Civic Engagement Scores Among Students. Created by author - 2021
We know that social connections in adolescence translate into social activity in adulthood
in the form of social capital (Duke et al., 2009). Social capital is at the core of systemic shifts in
communities of color. With increased social capital, community members become the power
brokers in society. Increased civic engagement and subsequent social cohesion and collective
efficacy can affect social capital by bonding a homogeneous neighborhood (Putnam, 2000).
When community members unite to accomplish a task, there is the power to transcend
community differences and build social capital through collective efficacy.
It is evident that in the context of this study, Black students reported higher levels of civic
engagement than their White and Hispanic or Latino peers. In previous studies in less
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homogenous contexts, the opposite was often true (Akos & Galassi, 2004; Bong, 1999; Pajares,
2002). Black students comprised 88% of the sampling frame. The homogeneous nature of both
the schools and neighborhood contexts involved in this study may be a contributing factor to this
race and ethnicity differential in CES scores. For example, because of the large population of
Black students, community and school programming and activities could contribute to social
capital and establishing a positive racial identity for Black students specifically. This would have
contributed to increased CES scores among Black students in this study. Research supports that
when community members unite to accomplish a task, there is power to transcend community
differences, even racial differences (Putnam, 2000). However, in the context of this study, the
difference in responses according to race is indicative of the volatility of this hypothesis.
We know that establishing a connection to the community has the ability to make
adolescents feel they are significant within a broader society (Wray-Lake et al., 2016). Explored
in Chapter 2, empirical evidence shows that adolescents’ social responsibility values decline over
time (Wray-Lake et al., 2016). In this study, grade 12 students indicated higher levels of civic
engagement attitudes and behaviors than some of the younger grades. Other studies have
indicated that adolescent participation in community service increases prosocial behavior
(Conway et al., 2009; Van Goethem et al., 2014). Perhaps the increased CES score for grade 12
students in this study is related to additional opportunities to engage in community projects over
the course of time spent at the high school level.
As explored in chapter 2, there is a strong correlation between individuals’ positive
feelings about their racial identity and increased civic engagement with organizations and causes
associated with their race. This study serves to provide further evidence for that hypothesis
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through the difference in responses to the CES by race. Increased civic engagement can boost
racial identity, and that boost in positive racial identity can increase attitudes and behaviors
surrounding civic engagement (Chavous, 2000; Hope et al., 2019; White-Johnson, 2012). This
study provides further evidence.
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